DOCUMENT RESUME |
ED 224 637 U | RC 013 691

AUTHOR Robb, Gary M., Ed.
TITLE The Bradford Papers. Volume 1!, Proceedings from the

1981 Institute on Innovations in Camping and Outdoor
Education With Persons Who Are Disabled.

INSTITUTION Indiana Univ., Bloomington. Dept. of Recreation and

e Park Administration. =

SPONS AGENCY Office of Special Education (ED), Washington, D.C.

PUB DATE 82

NOTE 124p.; For related document, see RC 013 690. Prepared
at the Outdoor Education, Recreation and Camping
Center located at Bradford Woods, Martinsville,

. Indiana.
AVAILABLE FROM Indiana University/Bradford Woods, 5040 State Road 67
. N., Martinsville, IN 46151 ($7.00 each; set of vol. 1

and vol, 2 $10.00).

PUB TYPE Collected Works - Conference Procesdings (021)
EDRS PRICE MFO01 Plus Postage. PC Not Available from EDRS.
DESCRIPTORS Adolescents; Adults; Adventure Education; Blindness;

*Camping; Children; Contingency Management:;
Disabilities; *Experiential Learning; Music; *Outdoor
Activities; *Outdoor Education; *Physical
. Disabilities; Seltf Concept; *Skiing :
IDENTIFIERS Kayaking; Sledding; *Wilderness Education Programs

ABSTRACT
"Learning by doing” was the theme at the 1981
Institute on Innovations in Cimping and Outdoor Education with N
Persans Who Are Disabled and was represented in the eleven papers
preszntéd. The papers describe the use of various outdoor-oriented
media for involving persons with disabilities in participatory
activities. Topice consisted of improvement of self-concept for
special children using outdoor therapy; use of behavior management
interventions at camps; adventure education with people who are
disabled; a description of Wilderness Inquiry II program in Minnesota
for disabled persons seeking rigorous outdoor recreation; and
kayaking with persons who are mobility impaired. Other subjects
include: pulk skiing and ice sledding for mobility-impaired persons;
preparation for a ski trip for the disabled; orienteering for the
handicapped; music as an integral element of camping experience;
description of the Michigan School for the Blind and Camp Tuhsmeheta;
and the inclusion of disabled children in outdoor education and
camping programs. Evaluation results of the conference conclude the
proceedings. (ERB) L

i
t*************************&***************?***********************?****

* Reproductions supplied by EDRS are the best that can be made *
* from the original document. *

|

*****Q*********************Q*’*******************Q****;****************
. Q I




|

IText Provided by ERIC

Proceedings from the 2nd Annual

Institute on Innovations

in Camping and Outdoor
Education with Persons

Who are Disabled

Volume II, 1982
Gary M. Robb

Indiana University

“PERMISSION TO REPRODUGCE THIS
, MATERIAL IN MICROFICHE ONLY
. HAS BEEN GRANTED BY -

. TO THE EDUCATIONAL RESOURCES
. INFORMATION CENTER (ERIC).”

i
b

U.S. DEPARTMENT DF EDUCATION
NATIONAL INSTITUTE OF EDUCATION
EDUCATIONAL RESQURCES INFORMATION

CENTER iERIC}
document has  been reproduced  as
fecoived frum the persen or PIVEITIPS
unguatmg it

tis
dtien

Minus changes have: bewn nigde W nprove

reproduction guahity

® Puiits ot v iew ur opmions stuted m this docy
oent dg not necessanly represunt oticigl NIE
position ur policy




FORD
APER

Proceedings from the 1981
Institute on Innovations
in Camping and Outdoor
Education with Persons :
Who are Disabled .

Edited by

Gary M. Robb

Director of Bradford Woods and Assistane Protessor

Department of Recreation and Park Administration
‘- School of Health, Physical Education and Recreation

Indiana University

Bloomington, Indiana

0
Sponsored by i”
Indiana University's
Outdvor Education, Recreation and Camping Center
Martnsville, Indiana
Diepartment of Recreation and Park Administration, School of HPER

Co-Sponsored by

Project TORCH—A U.S. Department of Education—
Ofttice of Special Education Project

tfunded to Camp Allen, Inc., Bedtord, N.H.

Endursed by the National Therapeutic Recreation Society
a branch ot the National Recreation and Park Association

&

ERIC | v

Aruitoxt provided by Eic:




Conterits

~a

Page

SELF-CONCEPT, SPECIAL POPULATIONS
AND OUTDOOR THERAPY
Thomas E. Smith

BEHAVIOR MANAGEMENT AND
OUTDOOR EDUCATION
Thomas M. Shea

16

ADVENTURE EDUCATION WITH PEOPLE
WHO ARE DISABLED
Chris Roland

39

WILDERNESS INQUIRY II: BRINGING PEOPLE
TOGETHER IN THE WILDERNESS
Paul Schurke, Greg Lais

52

KAYAKING WITH PERSONS WHO HAVE
A MOBILITY IMPAIRMENT
John G. Galland

ACCESS TO WINTER: PULK SKIING AND ICE SLEDDING
FOR PERSONS WHO ARE MOBILITY IMPAIRED
Dale Abell, Larry Orr

68

OPERATION FIRST STEP
Steve Summers, Lea Santacross

76

ORIENTEERING: WHAT IT IS AND HOW IT CAN BE
PROVIDED AS AN ACTIVITY FOR HANDICAPPERS
Inge Morisbak

79

MUSIC: AN INTEGRAL ELEMENT OF
THE CAMPING EXPERIENCE
Mary P. McCarthy

86

A WINDOW TO LIFE EXPERIENCES: MICHIGAN SCHOOL
FOR THE BLIND-CAMP TUHSMEHETA
Deborah Ann Stuart, R. John Bullock

90




INCLUDING CHILDREN W''TH DISABILITIES IN
OUTDOOR EDUCATION ANLC CAMPING PROGRAMS
M. Gary Thompson

109

EVALUATION OF THE 1981 INSTITUTE ON INNOVATIONS
IN CAMPING AND GUTDOOR EDUCATION WITH PERSONS
WHO ARE DISABLED !

Norma J. Stumbo




Forward

“Learning By Doing!” That phrase represents the basis for Volume II of The
Bradford Papers. The out-of-doors offers challenging, stimulating, and
rewarding opportunities for a// persons, regardless of ability level. Outdoor -
education and organized camping experiences that include persons with
disabilities are opening new frontiers for persons who have traditionally
been excluded from such activities.

The Bradford Papers, Volume II consists of eleven papers that describe the’
use of various outdoor oriented media for involving persons with disabilities
in participatory activities. These papers represent some of the newest
techniques, innovative activities and creative approaches in the camping and
outdoor education field. They present ideas that can be adapted for almost
any participant, regardless of physical skill, mental capacity or emotional
stability. Most importantly, they are field tested, practical and presented by
individuals who themselves are actively engaged in their implementation -
they do nct merely preach or talk about them.

Each of these papers was presented at the 2nd Annual Institute of
Innovations In Camping and Outdoor Education With Persons who are
Disabled. This national Institute is held each May at Indiana University’s
Outdoor Education Center at Bradford Woods, Martinsville, Indiana.

The Institute brings together over 150 professionals, educators and students
from throughout the U.S. A. to participate in action oriented workshops that
are presented by persons involved in innovative outdoor programming. A
summary evaluation of the Institute is also provided as a part of The
Bradford Papers. We encourage all of our readers to participate in the
annual Institute, and hope that this publication will provide some assistance
in providing innovative outdoor education and camping opportunities for all

persons.

Gary M. Robb
Editor




Editors Note:

The first two articles of The Bradford Papers, Volume 11,
are presented as rather in-depth pieces that conceptually
provide the basis for many “action oriented” outdoor
education and camp programs. They are particularly
significant in that they are based on many years of
experience by their respective authors.

Tom Smith’s article is intended to provide a basic review
of the concepts of self, special populations and outdoor ¢
therapy. Dr. Smith has written extensively on the use = -
and value of the outdoor environment as a “therapeutic
facilitator.” Dr. Thomas Shea’s article entitled Behavior
Management and Outdoor Education provides an excel-
lent review of behavior management techniques as re-
lated to camps and outdoor education settings, and
should be read by “all” camp counselors.

The reader is encouraged to contact both agthors for
further information related to their work, as well as to
refer to Volume I of The Bradford Papers.

The remaining articles are succinct descriptions of new
- : and innovative approaches/programs using the out-of-
doors with persons who are disabled. The respective
authors are all experts on the content area discussed and
specific questions or further information should be ad-
dressed to them.

G. R.




SELF~CONCEPT, SPECIAL POPULATIONS, AND OUTDOOR THERAPY

THOMAS E, SMITH, PH.D.
‘BEHAVIOR EDUCATION CENTER
WHEELING, ILLINOIS

The importance of attending
to the individual's self-concept in
any program for treatment or
rehabilitation of the disabled or
disturbed has been long recognized.
Likewise, a primary goal for many
education programs dealing with the
adjustment and learning problems
of special children involves
"improvement of self-concept.”
Many professionals would be
appreciative of the words of
Arthur W. Combs. ”

"Perhaps the most
important single cause
of a person'’s success or
failure educationally has
to do with the question
of what he believes about
himself." ‘
A. W. Cambs, 1962
81
In fact, field professionals
who work with diverse groups or
special education students or
special adult populations might
readily accept the words '"in a
rehabilitation program,' or "in a
growth and development opportunity,"
or even ''in a life adjustment,' as
substitutes for the word ''educationally'
in that camment. Without doubt, what
“each individual thinks and feels
about himself/herself is a very
strong determining factor in overall
adjustment and achievement in life.
It is necessary, therefore, that
treatment, education, therapy and
rehabilitation programs give
attention to the self-concept of
their clients. ° :

The central thesis of this
paper is that especially designed

outdoor adventure or recreation
programs can be a very effective and
meaningful component of a total
rehabilitation/education/therapeutic
program for almost any special group.
The mentally handicapped, the:
physically disabled, the sensory
handicapped, the socially maliadjusted,
the emotionally or behaviorally
disordered, the chronically and
terminally ill, and the aged, can

all find berafit from the energy

of the sun, the peace and tranquility
of the natural enviromment, and

the stimulation and challenge of

the outdoor adventure. It will

be argued that the outdoor adventure
or special recreational experience
can provide opportunity for
considerable learning about self,
others, enviromment, self-other
interdependency, and self-environment
interdependency. As clients arz
guided toward these learnings via
"outdoor therapy'' experiences,

they find opportunity for much
self-evaluation, self-exploration,
self-reevaluation, self-acceptance,
and self-realization.

SELF-CONCEPT

Human beings tend to behave in
terms of haviug an awareness and
understanding of ''self,' even though
the concept is quite difficult to
quantify and define. Webster is of
limited help, with dictionary
definition of 'yourself is you,
myself is I." Psychologists and
other personality theorists have .
also had much debate of the concept
of self. Behaviorists often insist
that the concept of ''self'" in an
unnecessary hypothetical construct,




offering no reul explanation of
behavior; perhaps, even, the construct
deters us from the proper study of
observable stimilus conditions

and behavioral acts. A parallel
argument is that the concept of
self, and all the related self-
hyphenations, such as ''self-esteem,"
"seif-confidence," ''self-discovery,"
and ''self-actualization,' are ;
impossible to observe and quantify,
and are therefore not ameanable to
true scientific study.

The answer to this debate lies,
in part, in recognizing that the
"study' of man can proceed along a
variety of avenues, and that
"scientific study'' is but one .
approach. Contemporary psychologists,
especially those of the ''third force"
which represents humanistic/
phenomenological /transcendental
approac!. as opposed to either the
behavio. :stic or the psychoanalytic
view, have widely accepted the
validity and usefullness of the
concept of self. There have been,
however, many words of discussion
and argumentation about self-concept.

Self-concept provides a central
focalﬂaoing for the thegry of Carl
Rogerg”, Abraham Maslow™, gnygg and
Combs ™, and Sidney Jourard™. Most
of these theorists emphasize the
reality of each individual's
awareness of personal thoughts,
feelings, impressions, and consid-
erations about his/her ''self'' as
life validation for the concept.
Certainly, in those quiet maments
with ourselves, each of us has keen
appreciation for same basic central
core or force of personal identity
or existential awareness. Freud
might have considgred it as a
function of "ego'”, and the
existential%sts might refer to our
"eigenwelt"', but the uwureness is
there.

Virginia Satir has stated a

"declaration of self-esteamn' which
overviews our awareness and confirmation
of self:

"I am me. In the whole
world there is no one else
exactly like me. There
are persons who have sdare
parts like me, but no one
adds up exactly like me.
Therefore, everything that
comes out of me is
authentically mine because
I alone choose it. ‘

"I own everything about
me-my body, including all

it does; my mind, including
all the thoughts and ideas;
my eyes, including all the
images of all they behold;
my feelings, whatever they
may be - anger, joy,
frustration, love, disa-
ppointment, excitement; my
mouth, and all the words
that came out of it - polite,
sweet, rough, correct or
incorrect; and all iny actions,
whether they be to others or
to myself.

"I own my fantasies, my
dreams, my hopes, and my
fears. 1 own all my triumps
and successes, all my failures
and mistakes.

"Because I own all of me, I
can became intimately
acquainted with me. By doing
so I can love me and be
friendly with me in all my
parts. I can then make it
possible for all of me to
work in my best .interests.
I know there are aspects of
myself that puzzle me, and
other aspects that I do not
know. But as long as I am




friendly and loving to
myself, I can couragecusly
and hopefully look
for the solutions to

'
puzzles and for ways to
find more out about me.

"I can see, hear, feel,
think, say, and do. I
have the tools to survive,
to be close to others, to
be productive, and to make
sense out of the wor:d of
people and things outside
me. I own me, therefore

I engineer me.

"I am me, and I am Okay."
—V1rg1n1a Satir, 1972

There are a number of ways to

elaborate and describe the self-concept.

Same advocate distinctions between
different dimensions of the
self-concept, such as those concepts
one has of 'physical-self," "moral/
ethical-self," ''social-self," or
"family-self." Another cammon
distinction is between the self as
"public'" and "private.' For the

- purposes of the present paper, it
seans best to limit overview of the
self to some ideas on basic charac-
teristics and tendencies. .

.1, SELF-CONCEPT CAN CHANGE. Underlying

almost all other characteristics of
the self-concept is the potential
for change. The seli is a dynamic,
flowing, becoming force. Sidney
Jourard has amphasized the potential
and tendency for change in the
self-concept in his definition of
the self-concept:

"All beliefs about his

own nature. It includes

his assumptions about his
strengths and weaknesses,

his possibilities for growth,

4 3

and it includes his explicit
descriptions of his customary
patterns of behavior and
experiencing. What should
not be forgotten is that
one's beliefs about self
are just that - beliefs -
and they can be changed.
One's self-concept is open
to change, just as one's
beliefs about God, one's
"parents, or the world are
open to change."

-Sidney Jourard, 1974

Z.EERE_MENDENQ_EQRM

JO CHANGE IN A POSITIVE DIRECTION.
Carl FRogers has evolved his whole
thepretical framework for "person
centered therapy' on the assumption
that the self, seeks growth and
change in a positive direction. He
has written:
'"Whether one calls it a
growth tendency, a drive
towards self-actualization,
or a-forward moving directional
tendency, it is the mainspring
of life, and is, in the last
analysis, the tendency
upon which all therapy depends.
It is the urge which is evident
in all organic and human
life - to expand, to extend,
became autonomous, develop,
mature - the tendency to
express and activate all the
capacities of the organism,
to the extent that such
activation enhances the
organism or the self. This
tendency may become deeply
buried under layer after
layer of encrusted psychological
defenses; it may be hidden
- behind elaborate facades
which deny its existence;
but it is in every individual,
and awaits only the proper
conditions to be released
and expressed.
-Carl Rogers, 1961




3.

THE_SELF IS IN CONSTANT AND
IC INTERACTION WITH ALL THAT
., Functionally, the self

haa 1nf1uence on all the perceptions
and behaviors of the organism onto
the environment, and is, in turn,
much influenced by all the percep-
tions and behaviors-fram the
environment onto the organism.

A primary point in the theory

of development of self-concept
anphasizes that the actions and
attitudes of others toward the:
individual are incorporated into
self-identity. In other words,
what others see one as, and how
others act towards one, one tends
to becane. Research demonstrates
how parental perception of the child
as "problemed" will result in a
problemed child; and teachers
perceptions of students tends to
have direct effect on achievement
and adjustment. In reverse, it can
be demonstrated that the individual
tends to perceive the world, and
behave onto the world, partly as

a function of self-perception and
self-definition. “This func¢tional
circularity of self and non-self is
one of the reasons for continual
change and growth of the self.

L4, THE SELF IS SELF-EVALUATIVE.
The self has potential to '
realistically assess the overall
strengths and weaknesses of the
individual, but there may be
unrealistic over-evaluation or
under-evaluation. All individuals
can provide cammentary on what
they like about themselves, and
what they feel are their basic
strengths; and they can, with a
bit of difficulty, also provide
camentary on what they dislike
about themselves, and what they
perceive as weaknesses. The self

can set down goalb for growth
change, and Athevenent and
cun later grade itself as

s to the

+
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accomplishment toward these
goals. ., Research on the change
and growth that unfolds as part of
counseling or rehabilitation
program has involved. pre-and-post
assessment of the individual's .
concept of ''real self" or self-as-
I-am canpared to the individual's
concept of "ideal self' or
self-as-I-ought-to-be. Discrep-
ancies suggest &onflict, and the
research suggests a reduction in
the amount of discrepancy through
counseling is paralleled by
modification of behaviors and
attitudes. The basic self-eval-
uation process is of positive
motivation, with definition of
strengths and weaknesses to that’
the individual may deal appropriately
and realistically with them. It
is possible, however, that the
process of self-evaluation becomes
exceedingly negative. We speak of
depression, hopelessness, and
pessimism as life-states within
which one gets into extreme
self-devaluation and feelings of
self-impotency. Importantly, of
course, as the self has the
potential and tendency toward
change, individuals can pass
through periods of lifestates of
negative self-evaluation and back
to finding a positive self-regard. o
In fact, recent research on depression '
indicates that the proper trek is
not away from the self-devaluative
feelings, but through those feelings
to the recovery.

5. HAS
SELF-DISCI OSURE, While the self is,

in part, private, and tends to keep
certain dimensions of itself fram
others, there is a diametric
tendency toward self-disiclosure,
especially when the circumstances
and the interpersonal relationships
are judged as safe and acceptant.




It is as if the selt would rather
be open than closed, thus having
available the energies which are
otherwise used for defensive

privacy. However, the self must

protect itself and the host organism,

s0 there is tendency to privacy
until the world and persons about
are viewed as safe and trustworthy.
Many who have reported on their
experiences in a persanal growth
group or counseling relationship
have noted the intense joy of. that
moment of realizing that one could
be open to others, without fear of
rejection or evaluation. The self
may, in fact, seek to find the -
individuals and groups of individuals
wherein safety and security are
apparent, so that there ¢an be
self-disclosure and openness. This
" enhances the interaction between

self and non-self, and thus facilitates

positive growth. In other words,
the self can create its own feedback
loops of exploration and growth by
establishing relationships that

.

enhance self-disclosure.

b:
In
growth, and flexible interaction
with the world, there is tendehcy
for the self to develop a core
of stability/consistency which is

spite of the never ending'change,

that particular self. Sametimes
there is a rigid clinging to those
special characteristics and patterns,
and this may tend to block the
forward moving>t{endency of the self.
Solution to this conflict is found
in recognition of change as a
process of growth and unfolding, .
not requiring that one give up

all that one has became to that
point. The self of yesterday is
s5till a part of the self of tamorrow
it we so choose. Another aspect

of the self's search for consistency
is with regard to internal balance.

©

When two or more self-impressions

or self-desires are in some conflict,
then the self seeks toward resolution
and a return to psychological
hemeostasis. -

/. THE SELF IS, RELUCTANTLY AT TIMES,
SELF-RESPONSIBLE: While there is -
obvious tendency for the self to
deny responsibility for inappropriate
and erroneous: behavior, and the
various ''defense mechaniams'™ are
often--called into action to protect
the self from the frustration and
pain of accepting mist.kes, criticisms,
failures, and negative self-judgments,
the self can develop strength for
solid self-responsibility. Therapists
~ —.note that the growth and personal
discovery that unfolds in therapy
is usually accompanied by willingness
to accept full responsibility for
self. In fact, it is from acceptance
of all these responsibilities that
the individual reevaluates and readusts.
In school programs, a basic goal- '
for growth is often stated in terms
of guiding the student toward
self-responsibility.

8.  THE"SE(F IS, IN PART, UNIQUE; .
BUT ALSO KNOWS OF ONENESS. There is
obvious tendency to seif-identification -
of the special unique differences
that each is,. for the self sparkles
in appreciation of its' own ‘
individuality. As Satir noted, ''there -
is no one else exactly like me." On
the other hand, there is an apparent
tendency of the self toward awareness
and appreciation of the fact that

one is all and all is.one. The
growing self knows of the ''oneness

of it all.” I has been noted that
growth seems to be through selfishness
and on toward selflessness. The

more we seek to discover our own
uniqueness, the more we seem to
becamne aware of sameness, with each
other and with all that is our
environment .




S. IHE SELF iS MYSTERIQUS. Onme of °

the major motivations of the self
is continuous search for further
understanding and awareness of the
self. However, it-1is with
algebraic progression that the
self-search unfolds. Each time one
discovers a few more answers to
the many questions about oneself,
there is a narallel discovery of
infinitely more questions. No
matter how nuch one becomes aware
of oneself, there is always more
to know. When the tendency to
know of the oneness is considered,
it is obvious that the mystery is
beyond the realm of solution. Thus,
for self-theorists, it is the
process that is important; we seek
to became more aware, more under-
standing, more self-acceptant, and
more of all that we are, only to
find that there is more beyond

to discover and became.

For all who work as counselors,
teachers, therapists, or growth
facilitators, purportedly guiding
weary travelers, self-disheartened
clients, or self-searchers in
general, it is important to provide
opportunity for self-exploration
and se}f-discovery. The guide
must seek to create an atmosphere
of safety and security, within
which the person can risk, reveal,
search, and discover. If the
individual is provided with
opportunity for néw .awareness,
new learning will follow. If the
individual® is provided with a
safe and secure and acceptant
environment, that individual will
reveal ; exchange, test, and share
with others. While this climate
tor personal growth and self-
actualization can be created in
classroom or counseling center,
the outdoor therapist would advocate
the potential for outdoor adventure
or recreational program in the

, wilderness.

SPECIAL POPULATIONS

Any review of the various
special populations for wham the
outdoor adventure or outdoor recreation

* program seems to have special

therapeutic potential needs to note
some basic dangers associated with
classification and labeling. In

the first place, all children are
special, unique in their own
beautiful individuality. Likewise,
each and every adult is that special
person in his/her own existerncial
state. It seems quite inappropriate,
therefore, .to cluster or categorize -
a whole bunch of individuals into a
particular class or type. To cluster

.a whole group of unique individuals

under the label of "mentally retarded"
or "hard-of-hearing'' may cause us

to loose sight of the special
individuality of each person.

A second danger of classification
schemes and labeling is that the
categorizations involved are seldom
behaviorally or diagnostically
exclusive or inclusive. Not all the
members of any given group possess
all the diagnostic characteristics
noted for that group, and most of
the members of any given group
possess some of the behavioral -
characteristcs of other groups. We
find indication of "primary' and
"secondary' diagnostic labels, and
special groupings such as "multiply
handicapped', provided as solutions
to this problem. Also, as a result of
the variability of degree of involvement
for many of the symptams, there
often has to be differentiation of
functioning levels; e.g., blind as
opposed to partially sighted, severely
disturbed as opposed to moderately
disturbed, "and borderline retarded as
opposed to retarded.

There is also the danger cf

people projecting inappropriate
meanings and ''surplus meanihgs'' onto

15




the individuul under a particular
diagnostic label. Often, the child

labeled as "handicapped" or "emotionally

disturbed" may be viewed by others
as ''dangerous' or ''dumb''. Elaborate
nationwide campaigns to give

accurate data on "mental illness"

and "epilepsy" have had but limited -
impact, and the masses still do

not understand actual characteristics
and potentials of most of the special
diagnoses. Tragically, our
perceptions are often colored by

our ignorances.

Finally, and perhaps the most
problematic of all, there is the
danger of the individual perceiving
himself in terms of a given diagnostic
label or classification description.
. Such self-perception can be followed
by behavior patterns that the person
associates with that label. The
point has been made often; call a
child '"delinquent' and he/she will
give back the pattern of behavior
and attitude that they perceive as
delinquent-like. When we call
Johnny '"learning disabled'" or
"hyperactive,' he may perceive
himself as ''dumb'' or '"'unable to
control himself,'" and this
perception shows through in his
behavior. Sometimes, when special
educators reach out to provide
special programs which require
special students to be labeled and
transported about on a special
little bus, there is such negative
impact as to bring question to the
thrust of the program. 2

It might Be well argued that~
we should avoid categorization and

classification altogether, and simply

treat each and everyone in his/her
uniqueness. However, man does tend
to project categorical schemes

onto the world in order to better
understand and exchange information.

Also, professionals know that the
clinical, rehabilitative, educative,
and recreational programs needed

can better organize and deliver
services if the clients requiring
services are méaningful grouped

into special classes. So, in spite-
of the obvious difficulties and
problcms of labeling, reality requires
usage of classification systems. It
is possible of course, to use
categorical scheanes with careful
attention to the inherent dangers,
and with clear focus on the’
individual uniqueness of each member -
of any special group.

In recent years, special
educators have. estimated that there
are between five and eight million
children who require, or would
benefit from, special programming.
This means about 20% of the total
school population, and a similar
percentage is the estimate of mental
health professionals with regard to
the adult population. This suggests
that there are nearly 50,000,000
"special people' in our socicty who
need or could profit from 'special
programs.'" For all who work with
these special people, some sub-groupings
or classification of ''special
populations'" is obvious.

Educators, nsychologists, doctors,
and others have offered a variety of
systems for classification of special
populations, and there are elaborat
sub-categorizations of many groups.

The concern of this paper is with a
number of broad groups that can benefit
from special outdoor adventure and
outdoor recreation programs. For each
group, there may be same special
diagnostic and behavioral characteristics,
and same special self-concept problems.
The outdoor adventure program may have .
to make modification in equipment,
methodology, or basic program design,

1,




but outdoor experiences designed
to facilitate growth and rehabil-
itation for many different groups
are possible.

A. THE MENTALLY HANDICAPPED, The
mentally handicapped population is
historically tied to the concept of
I1.Q. and "mental age.'" In recent
years there has been a de-emphasis
on the 1.Q. test score per se,
with mmlti-disciplinary teaa
making final determination about
an individual being retarded and
to what degree. There are, for
practical purposes, four levels
of the intellectual limitation.
There is that group called
"borderline retarded,'" which may
not be in special programs for

he retarded, but who do evidence
many of the problems in achievement
and adjustment. Specia} educators
see the highest functioning group
of retarded as "Educable Mentally
Hardicapped.! ‘This "EMH" group
functions in the 50-75 1. Q. range,
and can move to adult life with
functioning skills typical of the
10-14 year old. For the record, it
should be noted that the typical
12-year old is truely a quite
capable person. The ""Trainable
Mentally Handicapped,' or "TMH"
group functions at the 30-60 I1.Q.
range, and when reaching maturity
are able to function with skills
paralleling children in the 5-10
age range. The lowest functioning
group of mentally retarded are

sometimes divided into the 'severe'

and ''profound'' categorizations,

but for all practical overview

they are the most dependent retarded,
and- seldom obtain life skills

much beyond those of the 4-5 year
old child. OUTDOOR SPECIALISTS

and special recreation programs

are most often concerned with the
EMH «nd TMH populations, although
there are programs that have given

special attention EB the more
severely retarded.

B, THE SOCIALLY MALADJUSTED. Many
special outdoor programs have offered
services to groups referred by the

courts or the criminal justice

systen. There are at least four
different subgroups which have
received attention, each requiring

a little different focus. | First,

there are- those juvenile problemed
children and adolescents who have

not reached court adjuication
Camunity juvenile officers, youth
outreach workers, and school

personnel provide the identification
of this population. They might be
considered as ''borderline delinquents"
and the comunity based intervention
is usually designed to remediate
deviant behavior patterns before

they require court attention. Second,
there are those juveniles and
adolescents who can be considered

as ''delinquents." The label 'delinquent"
should have base in legal definition,
and is usually reserved for those
youth who repeat the deviant
behaviors and increase the overall
seriousness of social maladjustment.
For the OUTDOOR PROGRAM, the
referral sources would include state
correctional institutions, court
related intervention systems, and
the juvenile probation officers.
Typically, this group has extreme
problems with authority, and there is _
tendency to either '"fight' or "flight"
under pressure. '

H

A third subgroup under the broader

heading of socially maladjusted is

that of the drug user/abuser
population. Again, schools, local
police, and youth workers may be the
identifiers, but here we also find
parents, family doctors, and special
drug treatment and residential hame
programs involved. While there may

be some overlap between this group
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and the two wlurementioned, there
are nany drug problemed youth who ar=
not typically street maladjusted

and do not overlap the court
identified delinquents. Finally,

there is the adult offender population.

Same OUTDOOR WORKERS have begun to
explore the adventure program as a
part of a total rehabilitative
program for the adult criminal.
Sametimes, there is a sequence
between campletion of a court
sentence and reintegration to the
community, with the outdoor
program offering an important
‘bridge back to the real world.
There have also been attempts to
involve adult criminals into

- adventure programs as part of
parole conditions, hoping that

the social interaction and self-
reevaluation will make possib}? a
better adjustment to society.

C. THE PHYSICALLY HAND]CAPPED,

The special population that is -
considered as ''physically handicapped'
is quite self-defining, but there

is, of course a broad range of

the involvement. - We consider the
child with a partial mobility
problem due to a leg-brace as

having a physical handicap, and

we also include in this population
the individual with quadriplegia

or iron lung residency. The limits
to which there can be equipment

and program modifications so that
the physically disabled can partake
of OUIDOOR ADVENTURE and outdoor
recreation have not yet becn reached.
One need only to see double amputees
in saucer sleds pulled by a sled dog,
heading off into the winter wilderness
for snow cyye camping, to know the
potential. :

The wheelchair subgroup of
this population is a very special
one, since there is a fairly large
number of this type of disability

due to the tragedy of war. Already
the ''chairs'" are seen in basketball
games, cross country jogging events,
and creative outdoor adventure
sequences such as tree—ciémbing,
rapelling, and kayaking. :

D. THE SENSORY HANDICAPPED, Like
the physically disabled, this
population is sanewhat self-defining.
However, there are four very different
subgroups, as delineated by special
education programs and others. There
are the blind, and those considered
as "partially sighted''; and there are
the deaf, and those considered as
"hard-of-hearing." Again, the
partially sighted and the hard-of-
hearing range from near blind or deaf
to levels of impairment just below

- that of normals.

E. THE BEHAVIORALLY DISORDERED/
EMOTIONALLY DISTUREED. This special
population has been considered as
"mentally ill," or of ''abnormal .
personality," but the more recent
years have brought preference for

the label of '"behavior disorder."
There are a number of definable
subgroups within the total population
involved. First, there are those

who are most seriously disturbed and
disordered; this population might

be considered as '"psychotic' or »
"psychotic-~like,' and it includes
children as well as adults. In the
children, there are a number of
different patterns of psychotic or
psychotic-like disorder, including
childhood schizophrenia, symbiotic
psychosis, and early infantile autism.
There is some evidence that the
latter group may be of organic
etiology, but the behavioral
symptomatology is similiar. For

the adults, the seriously disturbed
population- is most often hospitalized,
and some medical/psychiatric settings
have begun to explore the adventure
program and outdoor therapy sequence
as part of a total treatment approach.




The less severely disturbed,
paralleling that historic label
called '"neurotic,'" is also
represented in both the child and
adult population. For children,
there is less obvious dlagnoatlc
classification, with symptomatology
of anxiety, hostility, frustration,
withdrawal, and poor self-concept
detining; school adjustment and
achievement are often affected, and
the children may need special
programs with therapeutic services
available. In the adult population,
the more severely disturbed neurotics
may be hospitalized, but most are
in treatment at mental health centers.

Especially for -the children,
but also for some adults, there is
a subgroup that should be considered
as in a temporary state of maladjustment
because of excessive stress in their
world. Children often have emotional
and behavioral struggles in reaction
to parental divorce, poor learning
capabilities, abusive parenting,
and a hose of other pressuring
situations. Adults can evidence a
good deal of stress and emotional
upheavel as result of divorce, death
of mate, problems for a child, or
other situational state. Counseling
may be needed, and outdoor therapy
might be a valuable part of the
program.

F. THE CHRONICALLY DISEASED AND

THE TERMINALLY IlL. Two very special
populations that should be noted are
the many individuals with chronic

or terminal disease conditions.

Both young and old are affected,

. and there is, of course, a broad
range of symptamatology. Some of
the conditions are progressive-
degenerative, and some are such

that the individual will require
special attention for a lifetime.
Where should a life go when debilitating

~--world about.
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arthritic or Parkinsonian conditions
set in? What for the middle age
stroke victim with aphasic involvement
and limitations of mobility? These
individuals may be in residence at
long-term health care facilities,
or in special homecare situations
that minimize contact with the
Quite often, there

is the obvious emotional struggle
with the process of dying, and .

the individual must seek to find
self-realization and self-acceptance
in new light. OUTDOOR ADVENTURE
programmers have offered special
trips for growth, learning, and
sharing, to 1nd1v1d3315 and groups
An thkis population.

G. JTHE AGED., One of the increasing
special populations that warrant

attention from the outdoor adventure
and outdoor recreation programmers
is that of the aged. In recent
years, there has been a steady
increase in the percentage of our
population that is considered as

the aged. While same of this
population may have problems and
troubled that overlap them with

the other groups as discussed above,
they do represent a unique population
for consideration. Until recent
years, there was little attention
given to the whole process, biologicall
and psychologically, of aging. In
the twenty years since the White
House Conference, there has been
increasing focus on the problems

of the aged, and the improper manner
in which our society provides for

the senior citizens. All to often,
what is supposedly the ''golden years"
have turned out to be bronze, at.
best, and sometimes are a very cheap
grade of plastic. The National Park
Service has reduced rates for senior
citizen travelors and campers, but
those who are less mobile still

have limited opportunities to move
to the outdoor environment.
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As with the teminally ill, it
would seem that OUTDOOR ADVENTVURE AND

RECREATION has much to otfer the aged.

In those years of sorting out the
meaning of life, the place of death,
and the purposes of it all, where
better than in the rhythms of nature
and the patterns of continual tlow
and change to get perspective.
Furthemore, as the aged have
opportunity for new adventure and
risk taking they have possible new
awarenesses and self-exploration.

There, arc no doubt, other
special populations that could
be identitied as special targets
for the outdoor adventure and outdoor
therupy effort, but these listed
seam to be prime targets for
development of special programming
designed to enhance self-concept
and bring about improvement in life
adjustment /satisfaction.

QUTDOOR_THERAPY

‘ "There is a wilderness beyond....
and there is a wilderness within," is

a quotation that titles a collection
of papers by this author. Many of
the papers therein are related to
the evolving viewpoint that the
outdoor experience can provide
therapeutic impact beyond that of
any -standard procedure. In one of
the pupers therein, -titled "My

Couch is Made of Pine Needles," the -
following lines appear:

"Last summer, while treking
over a portage in the
Boundary Waters, I rested
along the path near a clump
of little woodland flowers.
I took out my magnifying
glass to inspect the beauty
and symerty of the flowers,
and was leaning over this
narvelous sight when a
teenager stanped his foot
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onto the tlowers. To make
a long story short, it was
almost two hours later that
we moved on down the trail,
following a good deal of
rather heavy discussion about
life and death and the rights
of all things. The whole
discussion was put into focus
by my immediate reaction to
his stepping on the flowers,
which was to slowly stand
each little stem up and pack
soft dirt about it. We
talked, and soon he had my
glass in hand, inspecting
the flowers. By the time 1
heard his "I'm sorry, " I
told him that I accepted the
apology, but that it was the
little flower to whom he
should speak. Suffice it to
say that that fourteen year
old "tough guy' did speak
to that little flower...and
I think that moment was filled
with ''therapeutic growth"
for that young man."

Thamas E. Snith, 1980

I could give many other personal
examples of "wilderness therapy,"
such as the experience with the 82
year old who had not gone on a canoe
trip since 1926, when he was only
32 years old. I can still hear
his words, after the sunset atop a

_ rock overlooking the river, "I .

needed to come back here, it is like
going full circle in life." Or

the case of Mary and her husband Bill,
terminally ill with cancer. She
told me some months later, after he
had passed away, that the most
significant days they spent together
during the last year of his life were
those on the wilderness trip. I am
sure that other therapists and growth
facilitators who have explored the
potentials of outdoor therapy have
stories to validate the concept.




I have also presented elsewhere
the "'Sunrise Model' of outdoor
education and outdoor therapy.
Basically, the model notes that
there are four different aspects
of outdoor program that can be both
educative and therapeutic. First,

" there is the experience that is

more traditional, ''nature studies."
The participant learns about the
outdoors and the natural environment,
and can also relate this cognitive
knowledge to an emotional awareness
of the oneness of the universe.
Second, there is all that now unfolds
as "'adventure education,' ranging
fran trips into wild caves and on
backpack trails to the innovative
ropes and teams courses at a
basecamp. Third, there is a body

of elaborate theory and practice
that can be considered as ''awareness
education,” which involves expansion
of sensory appreciation of the
environment, and of self. Exercises
range from the blind walk in the
woods to crawling around on
hand-and-knees in the swamp. Finally,
there is that dimension of outdoor
involvement that can be considered
as "expressive education,'' wherein
the participants create things

fram interaction with the world,
such as snow sculpture or foraged
nut breads. (Smith, 1980)

With such a range of potential

-outdoor adventures, it is apparent

that there can be involvement of
a variety of special populations.
It is difficult to set expectancies
in advance without error. In his
work on a leisure theory for the
aged, Max Kaplan warns of the
dangers of "béhavior tautology,'
which he defines as ''the tendency
to interpret what older persons
can do by summarial study of what
they now do." ~ (Kaplan, 1961) It
is obvious that this danger is

12

also present in work with most

other special populations. Twenty
years ago, few would have thought
that there would be downhill skiers
on the slopes who are blind, or deaft,
or paraplegic, or amputeed, and yet
that is a reality today. Likewise,
many might still resist giving

the Down's Syndrome retardate
opportunity to rapel over the side
of a 100 foot cliff, but others

are making it happen. We dare not
set expectancies that will limit

the exploration of new methodologies
and new equipment.

If the individual's disability
and lack of mobility or basic
physical strength makes it seem
inpossible to explore any particular
adventure task, then there can be
variations in the standard operating
procedure. For example, in order
to facilitate a ''tree climb" to
a lookout platform forty feet in
the air, ‘he standard belay line
can be passed over a pulley, enabling
the belayer to assist the climber as
needed. This change in procedure
does not imply a simple '"elevator'
ride up the tree, as the activity
facilitator would still be encouraging
the individual to test his own
physical limits and psychological

. stress’ in the climb.

Qutdoor experiences can be
developed that stimulate and involve
all children and all adults. The
experiences may be more physical
and adventuresome, or may be simple
sharing and caring interactions
between people. In any case, the
outdoor experience can provide the
participant with opportunity to
became more self-aware, to take
a risk —- be it over the side of a
cliff or simply into the woods with
eyes closed --, to discover personal
feelings about the cycles and rhythms

1




ol life, und tu assume responsibility 2.

tfor self. 'These are the atorementioned
tendencies of the growing self, and
thus the outdoor experience can
facilitate growth.

Touching nature, reaching
out to draw in the energy of the
sun and sitting in a friendly circle
about the campfire, create feelings
of appreciation for others and for
the world. In such appreciation,

~one usually tfinds a tranquility 3.

of self, and there is an awareness
of the flow and timelessness of

all that is our worlq. As one
becomes aware of that*allness and
oneness of man and universe, in the
deepest maments of knowing one's
basic insignificance, one finds
significance. Often, for those
moments when center is balanced,
and self is in harmony with all
that is non-self, the individual
-sorts out many of the mysteries of
self, resolves many of the conflicts

of self, and moves a step or two 4.

higher toward self-actualization.

1. The theory and research on
self-concept has been summarized
in the following references:

—

- Wylie, R. C. The Self-Concept,
University of Nebraska Press,
1974, revised fram an earlier
edition of 1961.

Purkey, W. W. Self-Concept
and School Achievement,
JPrentice-Hall, Englewood
Cliffs, N. J.,

Combs, A. W., Richards, A. C.,
and Richards, F., Perceptual
Psychology, Harper and Row,
Inc., 1976, revised from
earlier editions by Snygg, D.,
and Combs, A. W., 1949, 1959.

The major publications of Carl
Rogers are:

Client-Centered Therapy,
Houghton-Mifflin, 1951.

On Becaming A Person,
Houghton-Mifflin, 1961.

Freedam To lLearn, Charles E.
Merrill Co., 1969.

A Way of Being, Houghton-Mifflin,
1980.

The major publications of
Abraham Maslow are:

Motivation and Personality,
Harper & Row, 1954.

Toward a Psychology of Being,
Van Nostrand, 1968.

The Farther Reaches of Human
Nature, Viking, 1971. .

Dominance, Self-Esteem, Self-

Actualization, papers of
Maslow, edited by R. L. lowrey,
Brooks/Cole Co., 1973.

The major publications of Snygg

"and Combs are:

Individual Behavior: A New Frame

of Reference for Psychology,
“Harper and Row, Inc., 1949.
HelplnggRelatlonshlps Basic

Concepts for the Helping— _

Professions, Combs, with Avila -

and Purkey, Allyn and Bacon,
1971. |
Perceptual Psychology: A Humanistic

1970. S.

Approach to the Study of Persons,
Combs, with Richards and
Richards, Harper and Row, 1976.

The major publications of Sldney
Jourard are:

The Transparent Self, Van Nostrand,

1964; 2nd ed., 1971.

Disclosing Man to Himself, Van

Nostrand, 1968.
Healthy Personality: An Approach

fram the Viewpoint of Humanistic
Psychol
1974, earlier editions, 1958, 1963.

, Macmillan Publishing Co.,

.

T———
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‘Laughlin, H. P.

A basic overview ‘co Freudian theory 11.

is presented by . Hall.
Ball, Calvin. A Primer of Freudian
Psychology, Signet, 1962. .

A basic overview to Existential
theory in psychology and psychiatry
has been offered by R. May, in his
introduction to:

May, Rollo, Editor.
Basic Books, 1959.

Existence,

A discussion of the basic '"defence

mechanisms' or '"ego Mechanisms" LI

is offered in the following sources:

Cameron, Norman. Personality
Development and Psychopathology, 12.

Houghton Mifflin, 1963.
Mental Mechanisms,
Butterworths, 1963.

Anerican Psychiatric Association
provides a periodically revised manual
for diagnostic namenclature, most
recent edition being 1980.
American Association for Mental
Deficiency provides a similar manual
overviewing the total field of mental
retardation. Most standard
textbooks of abnormal psychology,

or of special education, or of

basic psychiatry, will present

an overview. Special education
nanenclature is determined, in

part, by guidelines from the

Bureau of the Handicapped, Dept.

of Education.

Malcolm Gray has reported on the
"Handicapped Unbound Program'
offered in Arizona. That program
under the directorship of Randy
Ford, deals with a wide range of
special population. The report
by Gray has been published:

Robb, Gary M., editor, The Bradford

Papers, Indianz. ‘University , 1980.

The 13.

14.

14

One of the most active special
interest groups of the Association
for Experiential Education has
been that concerned with the
"Adventure Alternatives in
Corrections, Mental Health, and
Special Fducation.'" That group
has conferenced annually for

the past few years, and published
papers on dealing with the
socially maladjusted in the
adventure program. Information
on that group can be obtained

by writing to:

Association for Experiential
Fducation, Box 4625, Denver,
Colorado.

For information on summer and
winter programming with the
disabled, contact:

Wilderness Inquiry II, 111 E.
Franklin, Suite 200, Minneapolis,
Minn.

For information on canoeing and
kayaking for the disabled,
contact:

Jerry Hitzhusen, Department of
Parks and Recreation, University
of Missouri, Columbia, Missouri.

John Galland, Vinland National
Center, loretto, Minnesota.

For information on a special
adventure program and follow-up
support group for the terminally
ill, contact:

Dennis Kearney, The Carni
Youth Project, Minnesota
Outward Bound School, Ely,
Minnesota
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BEHAVIOR MANAGEMENT AND OUTDOOR EDUCATION

THMAS M, SHEA, ED, D,
SOUTHERN ILLINOIS UNIVERSITY
AT EDRARDSVILLE

How can we control this camper's
~ behavior?

How can we control this group's
behavior?

Should we reward this behavior?

Should we punish this behavior?

How can we instruct when the
children are ...?

Will this intervention work?
Is it helpful? Is it harmful?

Meeting after meeting is devoted
to discussions of these and other
behavior management questions.

Behavior management interventions
may be defined as all those actions
(and conscious inactions) staff
members engage in to enhance the
probability that an individual or
group will develop effective behaviors
that are personally self-fulfilling,
productive for the individual, and
socially acceptable. (Shea, 1978)

Behavior management is a complex
issue. It cannot be approached from
a simplistic point of view. It is
an issue that must be broadly
studied and applied with empahsis
on several variables: the individual
or group, the specific behavior
under consideration, the setting
in which the behavior occurs, and
the individual counselor responsible
for behavior management.

The approach to behavior
management presented here is eclectic.

‘The interventions described are

derived from learning, psychodynamic,
and environmental theories.

The-counselor is the most
important element in the life-space
of a child attending an outdoor:

- education program:— No-other element ~

has greater potential therapeutic
impact than the interpersonal
relationship between the counselor
and the child.

Special programs have been
operated successfully under very
adverse conditions - lacking adequate
facilities, materials and equipment,
funds, sufficient numbers of
personnel, transportation, and so
on. However, no program is successful
without counselors who interact
positively and productively with
children. "

COUNSELOR CHARACTERISTICS

The successful counselor must
be an authentic person - a real
person. ,It:is difficult by means
of an anployment application-~and
a brief interview to select an
authentic-counselor. However, there
are several personal characteristics
the interviewer seeks in those
persons applying for the position
of counselor. -

SELF-INSIGHT: Counselors must know

why they wish to work with
exceptional persons. They
must have an understanding
of why they engage in the
activities that make up their
work life.




SELF-ACCEPTANCE AND REALISTIC

SELF-CONFIDENCE: The counselors
must accept themselves as
they are while continuing to
aspire for greater perfection.
They must be realistically
confident in their ability
to be a counselor but unot so
overconfident (having an "I
can do anything” attitude) as
to be reckless. They must
not be afraid to honestly
and forthrightly state their
practical strengths and
weaknesses. s

LOVE AND ACCEPTANCE OF CHILDREN:
Counselors must love and be
able to demonstrate love for
children. They must understand
that love and cumpliance are
not identical. Sometimes love
is demonstrated to a child
through discipline. Counselors
must accept children as worthwhile
human beings, even though they
must reject the children's
deviant behavior. Counsélors
must be capable of accepting
children who are different
from them - whether they are
tall, short, male, female,
black, white, yellow, rotund,
slim, deformed, intelligent,
retarded, conforming or deviant.

AN UNDERSTANDING OF THE BEHAVIOR

OF CHILDREN: Counselors must be able
to understand human behavior.
They must constantly seek
insight and understanding into
the child.

Counselors must have a-bit-of-the-
child in them. Like the children,
they must be curious abut the
world and enthusiastically
explore it.

oo

LDREN:

- Counselors should recognize

that they are imperfect. They
must also recognize this quality
in others. They must understand
that learning is a slow, camplex °
process for both counselors and’
children.

FLEXIBILITY: Counselors must be
flexible. They are frequently

confronted by boredam and
resistance from campers. For
the sake of the children, they
must know when to change
activities to attain a broader
objective.

HUMOR! Counselors without a
well-developed sense of humor
will not survive in an outdoor
education program. Mistakes -
and humorous incidents occur
daily. Counselors who cannot
laugh will certainly cry.
Counselors must be able to
laugh at themselves and with
the children: They may never
laugh at children.

In those seeking to be counselors,
we seek a balance of the personal
characteristics above. It is of
little benefit to children if they
have counselors who are skilled
and knowledgeable in a specific
activity but lack understanding and
acceptance of themselves and the
children in their charge.

COUNSELOR SKILLS

(ounselors are teachers. As
teachers, they need a variety of ;
specific campetencies. The effectitve -
counselor: .

1. Establishes routines in the
daily life of the child and group.

Q4




purposes.

2. Sets and enforces appropriate
behavior limits without becoming
emotionally involved.

3. Does not permit emotionally
charged situations to get out of
control. The counselor intrudes .
into conflicts and causes them

to stop. ,

4. 1Is consistent. Children are
confused by counselors who
condone a particular behavior
today and punish a similar
behavior tamorrow.

5. Personally investigatet
situations before acting. The
counselor does not act on
second-or third-person information
and rumors.

6. Ignores certain behaviors.
Many behaviors manifested by
special children are normal and
age—-appropriate. Other behaviors
are not significant enough to
respond to. The counselor must
be selective in responding to

and ignoring behaviors.

7. Communicates verbally and
nonverbally with children.
Counselors must talk with children,
not to children. They must learn
that m: many of the things they,
personally consider to be universal
knowledge are mysteries to some
children.

8. Learns to avoid confrontation

" when it is therapeutically

appropriate. Yet, the counselor

- confronts when necessary for the

benefit of the individual or

group.

9. Learns to change program
activities for therapeutic
Counselors are not so
personally coomitted to ''their
thing'" that they fail to recognize
disinterest among their students.

10. Works independently and as

a team member.

11. Provides each student with
security. The counselor commnicates
to the child that he or she will -
be protected from physical and
psychological harm.

These counselor skills are
learned through experience with
assistance fram a campetent
supervisor and experienced
counselors. &,

GROUP COMPOSITION

Grouping children on the basis
of records and admission data is a
difficult task (Morse and Winemon,

1957).

Some major variables to be
considered when grouping chiidren
are age, sex, interests, haiiiicapping
oondltlons personality characterlstlcs
the degree, intensity, and kind of ;
pathology, and group experiences
and skills. The staff should consider
these~and other variables in relation-
to the individuals in the group.
They seek to avoid extremes in
group composition while forming a
"balance'" group.

Avouiing extremes in group

composition includes:

o

1. Not placing children of :-
greatly different ages and
interests in the same group.
2. Not placing a child in a
group’ lacking like-sex peers.
3. Not placing a child with"
a severe handicap in a group
of children with mild handicaps
if the placement prohibits
the mildly handicapved from -
engaging in irportant activities.
This potential limitation .can
be circumvented if adequately ,
trained personnel are available

" to assist the severely
handicapped child.
4. Not placing ch;ldren with
potentially conflicting
personality characteristics
and pathologies ‘in the same
group. Some conflicts and
disturbances within any group
are antlcipated However ,

- efforts are made to m1n1m1ze
conflicts to manageable levels.




5. Not placing children who
lack group experience in a
group camposed of campers with

- considerable experjence.
6. Not placing a child in a
group when he or she is neither
ready nor willing to participate

in group activities. We are
referring here to the severely
emotionally handicapped-ghild
lacking the skills needed for .
meaninggul group particﬂﬁation.
Often, these children remain in
a group but do uot becane
members of it. It is desirable
to place such children in
special groups to learn the
needed group skills; then
;ntegrate them.

Grouping is a difficult and
time-consuming process. Mistakes
are made in placements. The wise
staff allows an opportunity to
evaluate and. regroup, as necessary,
after the initial week of a program.

ACTIVITY GROUPS

Activity groups, self-governing
problem-solving groups (Lough-miller,
1065) are especially benefirial to

children between the ages of 10 and
17 years.

The general purpose of the

self-governing group is to expose

the members to a wide range of
successful interpersonal experiences
and to encourage participation,
responsibility, and cooperaticn
(Rickard, Serum, and Wilson, 1971).
The children and counselors are
responsible for daily activity
schedules within predetermined
limits. The group finds itself in

a situation in which the majority
rule pervails. Each member is
responsible for his or her personal
behavior and for the behavior of.
the group (Rickard and Lattal, 1969) .

Some linite-on the group need
to be imposed by the-administration.
The administration limits should be
few and concerned with dining and
work schedules, attendance at all
camp functions, transportation,
health, safety, and the like.

The group decides (1) the limits
to be set .on social interaction,
(2) how extreme behaviors are to
be managed, (3) how activities
and schedules are to be planned and
executed, (4) who is to be responsible
for the various phases of daily
living, and (5) howproblems and -
conflicts are to be solved.

The problem-solving process
becomes a part of the group's daiy
life. When conflicts and problems
prohibit the group from attaining
its goal; the problem-solving process
begins. During problem solving,
the group attempts to develop
alternative solutions to the problem
confronting them. The members have
two major tasks: (1) identifying
and clarifying the problem and (2)
discussing and deciding on one or
more solutions to it. These solutions
can be imposed either immediately or
in similar future situations
(Rickard, Serum, and Wilson, 1971).

At the University of Michigan
Fresn Air Camp, Morse and Small
(1959) identified several recurring
group problems: (1) agressive
peer behaviors, inclivding hitting,
fighting, stealing, scapegoating,
swearing, teasing, and bickering;
(2) disorganized behavior as a
result of high excitement levels;
(3) sex play and tulk; (4) resistance”
to the program; (5) improper living
habits; and (6) hostility towards
counselors. Other problems that
may arise within the group are
leadership-follower conflicts, planning

and scheduling problems, and individual |

and subgroup task responsibilities.
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Morse and Wineman (1957) recammend
the application of group life-space
interview on a regular and emergency
basis. The interviews focused on
a number of critical group issues:

1. Existing social realities

that inhibit group desires,

2. Existing defense mechanisms

that the group unconsciously

applies to protect itself from
others cutside the group,

3. Techniques for application

by the members to admit mistakes,

misdeeds, and asocial behaviors,

4. Vays to use the group as a

setting in which the emotion

and frustration may be expressed,

and the limits on such ventilation,

5. Strengthening of -the group's

and individual member's self-image,

" especially. after confllcts and
frustrations,

_ 6. Identlflcatlon, clarification,
and finding of mutually acceptable
solutions to common problems.

The counselor's role is very
significant if group behavior
management techniques are to be

—————productive. The counselor must be
a model of give-ard-take democratic
leadership. He or she must allow
the group to make decisions, implement
programs, and realize the consequences
of its actions.

The counselor must allow the
group to succeed and fail. Although
the counselor allows the logical
consequences of the group's efforts
to occur, he or she protects the
group from constant failure .and: the
individual members from physical
and psychological harm.

LIFE-SPACE INTERVIEW

The life-space interview is a
here and now intervention built

.~eround the child's direct lifé experience.

\\.w':\'(
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It is conducted by a counselor

who is perceived by the child

as an important part of his or her
life-space. This individual has
definite role and power influence

in the child's daily life (Redl,
1959, Reinert, 1976). The life-space
interview is used to structuie an
incident in the child's life so

that he or she can solve a p: oblem.

- The interviewer's role is

facilitative.

According to Redl (1959), the
life-space interview may be applied
for two purposes: (1) clinical
exploitation of life events or
(2) emotional first-aid-on-the-spot.

In the first sivuation, clinical
exploitation of life events, the
counselor uses a behavioral incident
to explore with the child an
habitual behavioral characteristic.
This is an effort by the interviewer
to use the behavior incident to
attain a long-range therapeutic
goal. When the life-space interview
is applied for this purpose, the
counselor assists the child in
increasing awareness of his or her
(1) distorted perceptions of existing
realities, (2) pathological behaviors,
(3) hldden social and moral values,
and (4) reaction to the behaviors
and pressures of the group. The
counselors use the interview to
discuss with the child more productive
and acceptable problem-solving
techniques.

The life-space interview is
used to provide the child with
emotional first-aid-on-the-spot .
during periods of stress.

The purpose of the life-space
interview is to help the child over
a ''rough spot in the road'", so
that he or she may continue an
activity. For example, the interview




may be applied to (1) reduce the
child's frustration ievel; (2)
support the child in emotionally
charged situations; (3) restore
strained child-counselor cammun-
ications; (4) reintorce existing
behavioral and social limits and
realities; (5) assist the child

in his or her efforts to find
solutions to the everyday problems
of living and to emotionally-charged
incidents such as fights, arguments,
and the like.

As with any counseling technlque,
the application and effectiveness
of the life-space interview is
dependent on several variables: the
clinical purpose or goal, the
specific setting, the training and
experience cf the staff, and the
child, especially the child's
pathological condition.

Morse (1971) has outlined a
series of steps that occur during
the typical life-space interview.
These steps are not a formal
series. On occasion, steps are
omitted and reordered.

Generally, the life-space
interview begins with a specific
'behav1oraT)1n01dent in the child's
or group's life-space. The interviewer
encourages those involved in ‘an
incident to state their personal
perception of the occurrence. At
this time, the counselor determines
if the incident is an isolated
occurrence or part of a recurring
central issue.

Next, the counselor listens
to the individuals involved in
the incident as they reconstruct
it. The counselor accepts their
feelings without moralizing or
attacking. Although the counselor
accepts the child's perception of
the incident, he or she may suggest
alternative per.eptions of it for
consideration. >

The interview process then
moves into the resolution phase.
This phase is non-judgmental. Many
problems are resolved at this point
in the interview, and it is terminated.

However, if the problem is not
resolved, the counselor presents
his or her view of the incident in
relation to the situation in which
the 1nd1v1dudlsﬁlnvolved find
thenselveb oy

——

Flnally, the child or group%and
counselor attempt to develop a |
plan to deal with the present ;
problem and similar problens 1n;the

" future. y : a

Brenner (1969) makes sever%lr
suggestions concerning counselor
‘These

behavior during the interview.
are: T

1. Be polite to the child.

you cannot control your enotlons
do not begin the - 1nterv1ew '

2. Sit or kneel so that yoy:.=
have eye contact with the child.

3. If you are unsure of the
history of the 1nc1dent
investigate.

4. Do not confront a child

on the basis.of rumors.

5. Ask-sufficient questions to
obtain a knowledgeable grasp

of the situation.

6. Listen to the child and try

to understand his or -her
perception of the incident.

7. Encourage the child to ask
questions. Respond to appropriately.
8. If the child is suffering

fran considerable shame or guilt

as a result of the incident,

attempt to reduce and minimize it.
9. Facilitate the child's attempts
to say what he or she wishes to say.
10. Work patiently with the

child or group to develop a
nutually acceptable plan.




'"What you do is influenced by
what follows what you do" (Sarason,
Glaser, and Fargo, 1972). This
statement is an apt description of
the basic assumptions underlying
behavior modification. The

consequences, and probable consequences,

of behavior more than any other
factor detemine the behavior an
individual exhibits. If the results
of a behavior are rewarding, the
behavior is repeated; if the results
are not rewarding, the behavior

is not repeated.

The behavior modification
practitioner perceives behavior
problems as learning problems.

The individual has not learned the
behavior needed to work his or her
enviromment successfully. )

The behaviorist is concerned
with what an individual or group
does, not why. The etiology of v
behavior is seen as existing outside
of the individual in the enviromment.
To modify behavior, the counselor
manipulates the enviromment and
thus the consequences of the child's
behavior.

PRINCIPLES OF REINFORCEMENT
The learning of all behavior
is dependent on the principles of

reinforcement. These principles -
are:

1. Reinforcement is dependent
on the manifestation of the
appropriate-behavior.

2. Appropriate behavior is
reinforced immediately.

3. During the initial stages

of the behavior change process

the desired behavior is reinforced
each time it is exhibited.

4.  When the newly acquired
behavior reaches a satisfactory
frequency level, it is reinforced
intermittently.

5. Social reinforcers are
always applied with tangible
reinforcers. ‘

These principles must be
applied with precision and
consistency if a behavior modification
intervention is to be effective.

STEPS IN THE BEHAVIOR CHANGE PROCESS

1. Selecting the.target behavior.

2. COollecting and recording
base-line data.

3. Identifying appropriate
reinforcers.

4. Implementing the intervention.

5. Collecting and recording
intervention data.

SELECTING THE TARGET BEHAVIOR.
The initial step in the behavior
change process is the identification
of a target behavior (the behavior
to be changed). In most human
situations it is not difficult to
select one or more behaviors that
are acceptable or inappropriate
to saome individual under soame
circumstances. The practitioner
is cautioned against the arbitrary
and capricious selection of a target
behavior. Decisions leading to the
choice of a target behavior are
governed by the following considerations:
a) the overall number of behaviors
potentially needing modification,
b) the frequency of the behavior,
¢) the duration of the behavior,
d) the intensity of the behavior, and
e) the kind or type of behavior.

The frequency, duration,
intensity, and kind of behavior being
changed has a significant bearing on
(1) whether a behavior modification




intervention is appropriate, or

even necessary, (2) the characteristics
of the intervention to be applied,

(3) the probable course of the
behavior change process, and (4)

the probable result of the intervention.

More specifically: some behaviors
respond to behavior modification
interventions efficiently,; whereas

. others are innocuous and need not

be changed. The counselor must
use cammon sense and good judgment
when selecting a target behavior.
As a responsible person, he cannot
change a behavior simply for the
sake of changing it; nor can he
change a behavior so a child will
conform simply for the sake of
conformity. ‘

Finally, during the process
of selecting a target behavior,
the practitioner must determine
if the behavior is observahle and
quantifiable. ‘

_COLLECTING AND RECORDING BASELINE
DATA: Information collected before
implementing a behavior change

—-_intervention is baseline data.

Baseline data provide the foundation
on which the behavior modification
process is established. It is

used to determine the effectiveness

of the intervention during the process
of change.

To obtain meaningful and useful
baseline data, the practitioner
engages in two activities. First,
he counts the frequency of the
behavior during a predetermined
period of time. Usually, he uses
a time-sampling observation technique
on a daily basis for a week. Next,

the practitioner charts the baseline
data to prepare a visual display of
the enumerated behavior in-graphic
form. (See Figure 1)
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These two processes, counting
and charting, are of paramount
importance to the behavior change
process. When the practitioner
knows the number of occurrences
and/or the average duration of the
occurrences of a behavior in a
temporal framework, he can select
an efficient reward schedule before
implementing the intervention.

-Equally important is the
application of baseline data for
evaluative purposes. By comparing
baseline data to intervention data, .
the practitioner can determine the
effectiveness of the reward schedule
and/or the reinforcer. Judgments
can be made regarding the
responsiveness of the behavior
to the intervention.

IDENTIFYING APPRI '
A behavior modification intervention
is only as effective as its
reinforcer (reward). Regardless

oI the intervention applied in any
behavior change program, if the
exhibition of the desired behavior
is not rewarded with a reinforcer
acceptable to the individual - -
exhibiting. the behavior, then the
probability of his or her continuing
to exhibit the behavior is decreased.

A reinforcer mist be rewarding
to the individual being rewarded.
The only true test of the effectiveness
of a specific reinforcer for a
specific child is to try it. The
two most effective means for selecting
reinforcers for an individual are
(1) to observe the individual and
note the rewards selected when the
child is given a choice and (2) to
ask the individual what he or she
would like to have or do for a
reward.
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Figure 1

Behavior Chart

Child

Observer o ' Date

Target Behavior

DIRECTIONS: Indicate rate, frequency, etc. for vertical axis;
~-hours, days, etc., for horizontal axis. Enter ordinate and
abscissa points. --

Ordinate points (rate, frequency, duration, percent, etc.)

Abscissa points (hours, days, sessioné, treatment, etc.)
Walker and Shea, 1980
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The following are potentially

effective reinforcers for application
in the outdoor education setting.

CONSUMABLE FOOD REINFORCERS

—fruit (apples peaches, grapes,
raisins)

-vegetables (carrots, celery,
radishes)

—-juice, fruit drinks

-ice cream

-soda

-milk

-cake, brownles cupcakes
—-potato chips, popcorn
—cereal

REINFORCING ACTIVITIES FOR USE WITH
FOOD REINFORCERS -

-distributing reinforcers
-cleaning area after distributing
rewards

-popping popcorn

-scooping ice cream

-preparing snacks

)

TOKEN REINFORCERS

—checks and points

-happy faces and stars
-tags, certificates, metals,
feathers

—poker chips, trading stamps
-play money

GAME ACTIVITY REINFORCERS
-table games (checkers, daminoes,
tip-it)
-blocks, lincoln logs, legos
-free play

—-friend and circle games
-educational games (word,
number
-puzzles
-guessing games
-field games
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REINFORCING ACTIVITIES -

-working on self-selected projects
-singing, dancing

-coloring, painting, drawing
~going on field trips, camp-outs,
hikes

-having barbeques, cookouts
-helping counselor instructor,
peers

-free time

SOCIAL REINFORCERS
-verbal praise
-"show and tell"
-work and project displays
-skill demonstration
—clapping and cheering by others

-smiles or winks
--hugs, handshakes, or pats on back

The ultimate goal of behavior
modification is to encourage the
child to respond appropriately to
the social reinforcers. Consequently,
social reinforcers are always .
presented with tangible reinforcers.

IMPLEMENTING A SPECIFIC INTERVENTION
AND COLLFCTING AND RECORDING INTERVENTION

DATA: Intervention data provides

‘information on the effects of the

intervention during the implementation
process. Equally important as
baseline data, intervention data are

a yardstick for comparing baseline
behavior to new behavior. By camparing
these two sets of data, the counselor
can determine changes occurring as

a result of intervention. These data
are counted and charted as discussed

in the baseline phase.

METHODS FOR INCREASING BEHAVIOR

} Behavior modification practitioners
have developed several techniques

for increasing the frequency of target
behaviors. Among these are (1) shaping,



(2) modeling. (3) contingency
contracting, and (4) the token
econamy .

SHAPING, Shaping is the reinforcement
of successive approximations of
behaviors leading to the desired
behavior. Shaping is primarily
applied to establish behaviors

that have not been previously
manifested in che child's

behavioral repertoire.

Shaping is accamplished by
the consistent, systematic, immediate
reinforcement of approximations of
the desired behavior. Just as the
sculptor shapes and molds an object
of art from clay, the behavior
modification practitioner shapes
and molds a '"'new'" behavior from an
undifferentiated behavioral response
(Neisworth, Deno, and Jenkins, 1969).

Shaping is like climbing a .
ladder: one rung at a time with
a foot firmly on the previous rung.

MODELING, Modeling is the provision
of an individual or group behavior
after which a child patterns his

or her behavior. During the
modeling intervention, the child

is systematically encouraged to
imitate (or not imitate) the
model’'s behavior.

According to Clarizio and Yelon
(1967), exposure to a model may
have three possible effects:

1. Modeling effect: The child
may acquire behavior from a
model that was not previously

a part of his or her behavioral
repertoire.

2. Inhibitory effect: The
child may inhibit unacceptable
behavior that the model is
punished or otherwise discouraged
fram exhihiting.
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3. Eliciting effect: A
behavior that approximates the
model's behavior may be elicited
from a child.

Practitioners applying modeling
techniques should consider the
following questions:

. Is the individual cognitively
and developmentally capable of
imitating a model?

. Will the individual be rewarded
for imitating the model? -

. Is the model worthy of imitation
in the child's perception?

. Is the model acceptable within
the social context in which the
child functions?

CONTINGENCY CONTRACTING, A contract is

an agreement, written or verbal,
between two or more parties, individuals
or groups. This agreement stipulates
the responsibilities of the parties

as they are concerned with a specific
item or activity. Contingency
contracting is defined by Becker (1969)
as arranging the conditions so that
the child gets to do something he .
wants after he does something the
counselor wants him to do.

-In behavior modification,
contingency contracting is based on
the Premack principle: 'A behavior
that has a high rate of occurrence
can be used to increase a behavior
with a low rate of occurrence
(Premack, 1965).

The simplest contracts can be
articulated as x-y statements; that
is, if you do x, then you can do or
get y:

"If you eat your spinach, then

you can have some ice cream.'

"If you ciean your cabin, then

you can.play volleyball."

"If you do your reading assignment,

then you can join the group on

the beach."




More camplex contracts are

frequently written. (See Figure 2)
The following rules are applied

in contract negotiations (Homme,

Csanyi, Gonzales, and Rechs, 1968):

1. The contract payoff (reward)

should be immediate in accordance

with the terms of the contract.

2. Initially, contracts should

call for and reward approximations

of the target behavior.

3. The contract should provide

for frequent rewards in small

amounts. -

4. Contracts should call for

and reward accomplishments

rather than just obedience.

S. The performance should be

rewarded only after it occurs.

6. The contract must be fair

to all concerned parties.

7. The terms of the contract

must be clear to all concerned

parties.

8. The contract must be honest.
9. The contract must be positive.

10. Contracting, as an

intervention, must be used

systematically.

The contracts must be freely
negotiated and agreed to by both
the camper and the counselor. Both
parties must agree on a date for
review and renegotiation (Walker
and Shea, 1980).

TOKEN ECONOMY, The token econamy is
perhaps the most versatile and widely

used of the behavior modification
interventions. It is a system of
exchange that provides immediate
feedback cues for appropriate
behavior. These cues, or tokens,
are later exchanged for backup

reinforcers (tangible rewards and
S activities).

Many children are not able:to
function appropriately if they must
wait an extended time for their
rewards. Same children have not
developed to a level at which social
rewards are meaningful to them.

Yet, other children are so anxious
they cannot function without immediate
feedback. The token econamy have
proved to be an effective behavior
change intervention for these groups
of children.

Tokens are usually valueless
to the child when the token economy
is originally introduced. However,
token values become apparent as
the child learns the exchange process.

There are ten basic rules to be
applied in the establismment of a
token econamy in the camp:

1. Select the target behavior
or behaviors. )

2. Clarify and discuss the
target behaviors with the camper
and/or group. It is a fact

that an empahsis on "‘what you
can do'" is more palatable to
children than an emphasis on
"what you cannot do." Many
unsuccessful behavior modification
practitioners have determined
failure by introducing a program
as follows: 'Now, you people are
going to stop this noise and
fooling around. I have this new
. . (and so on)." The campers
are immediately challenged; they
prepare to defeat the counselor
and defend their personal
integrity.

3. Select an appropriate token.
Same tokens can be lost, stolen,
or counterfeited. Others are
noisy and difficult to handle.

It is suggested that tokens be
made of soft, flexible materials,
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Figure 2

Date

Contract

This agreement is between

-(Child's name)

and . The contract begips on
Teacher's name -
and ends on .. It will be
Date , Date
reviewed on =
Date

The terms of the agreement are:

Child will

Teacher will

If the child fulfills his or her part‘“ of the contract, the child will
receive the agreed-on-reward from the teacher. However, if the child fails
to fultill his or her part of the contract, the rewards will be withheld.

Child's signature

Teacher's signature

Walker and Shea (1980)
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such as paper or vinyl, or that
they be simple pen or pencil
markings. Among the useful
tokens are checkmarks on a point
card, stars, smiling faces,
conservation and trading stamps,
counselor-made tokens, or play
money. A point card that the
child carries may be used to
record points.. (See Figures

3 and 4) As the camper accumlates
points, they are marked on the
card by his counselor or
instructor. The camper presents
the card for the exchange at the
Jppropriate time. '

"4. Establish backup reinforcers.
The token econamy simply will

not work if the tangible and
activities rewards the campers
are working for are not available.
It is suggested that a camp store
be established where the child
may publicly exchange his token
for a reward of his choice. The
store can be stocked with many

of the rewards presented
previously, including certificates
admitting the camper to activities.
The store should be in a specific
location and open at the
appropriate time.

5. Develop a reward menu ( a list
of rewards) and post it in the
cabin, classrooam, or dining
hall. The campers should be
permitted to thoroughly discuss
the items on the menu. They

are encouraged to make their
selections from these items.

They are not permitted to

debate the cost of the various
rewards after the cost has

been established. . Of course,

the cost of rewards must be
reasonable and attainable.

6. Implement the token econamy.
The counselor should introduce
the token econamy on a limited
basis. A complex sophisticated
system during the initial
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exposure may confuse and
frustrate the campers. The
counselors must explain the
program with clarity and
percision. He should be patient
and respond to all questions.

7. Provide immediate reinforcement
for acceptable performance. The
campers will lose interest if

the process for obtaining the
token is more effort than the
backup reward is desirable.

Many token economies fail because
the counselor neglects to dispense
the tokens at the appropriate
time.

8. Gradually change from
continuous to intermittent
presentations of the tokens.

9. Provide time to exchange
tokens for backup rewards.

Lunch and highly desirable activity
periods should not be used for
this exchange.

10. Revise the memu of available
backup reinforcers frequently.
Children became bored with the
same old rewards.

The properly managed token
econamy works very effectively at
camp for two primary reasons: the
camper is competing only with himself,
and the reward menu provides
sufficient variety to prevent
satiation.
METHODS FOR DECREASING BEHAVIOR
Behavior modification practitioners
have developed several interventions
for decreasing the frequency of
unacceptable or inappropriate behaviors.
Applicable to both individual and
group behavior in the camp, these
techniques are (1) extinction, (2)
time-out, (3) punishment, (4)
reinforcement of incompatible
behaviors, and (5) desensitization.




¢Child

Figure 3

Point Tally Form

Date
Monday
Tuesday
1’-'

Wednesday

Thursday

. Friday
TOTAL
Monaay
Tuesday
Wednesday
Thursday
Friday
Week

i

Walker and Shea (1980)
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Figure 4

Point Card for Multipurpose Token Econamy
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Child Day Date
Work period Readihess Social behavior | Work effopt‘ Work success| Teacher's
Camments
9:00—9:15' * *
9:15-10:00
:0:—19:30 T
10:30-10:45 * *
10:45-11:30
11530—12:00
12:00-1:00 * *
1:00-1:30
1:30-2:45
2:45-3:00 * *

*Points for work effort and work success are-not available during these

periods due to the nature of the activity:

lunch, and closing exercises.

Walker and Shea (1980)

opening exercises, recess,
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EXTINCTION, The discontinuation or

withholding of the reinforcer of

a target behavior that has previously
reinforced that particular behavior
is called extinction. Extinction

is ignoring an inappropriate behavior.

To be effective, extinction
must be applied consistentl&and
the practitioner must persi

TIME-QUT. Time-out is the removal
of a camper from an apparently
reinforcing setting to a presumed

nonreinforcing setting w_i

and limited period-of time

The effectiveness of time-out
is contingent on several factors;
(1) the characteristics of the camper,
(2) the consistency with which the

/mterventlon is applied, (3) the

i

characteristics of time-out, (4)
the camper's understanding of the
rules of behavior and time-out,

and (5) the duration of time-out.

The counselor must know the
camper's characteristic reactions
to time-out. For the acting-out,
aggressive, group-oriented child,
time-out may be an effective
intervention. Such canpers usually-
want to be with their group and
involved in the activity program.-
For these children, time-out is not
reinforcing. However, for the
withdrawn, passive, solitary child
time-out may be reinforcing. These
children may be quite content in
time-out.

If time-out is to be used as
an intervention, it must be applied
with consistency over a predetermined

period of time. Frequently, counselors

are inconsistant in the application
of this technique; as a result, the
camper becomes confused and the
target behavior is unwit.ingly
rewarded.
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Care must be taken in the
selection of a time-out area. . Areas
that appear to be nonreinforcing
but in effect are very reinforcing
to children should be avoided. Such
areas include busy pathways,
corridors, doorsteps, offices, and
other hlgh—:trafflc areas, The
time-out area should offer minimal
visual and aural stimulation. 1In
camp, the time-out area may be an
empty cabin, a little-used pathway,
or a clearing in the woods.
Frequently, it i equate to have

ild—sit on the ground near the
activity from which he or she was
removed.

The camper must know the
behaviors that are inappropriate
and the consequences for exhibiting
those behaviors. The rules of
behavior should be verbally
commnicated and posted in the cabin
or dining hall. These rules should
be reviewed frequently and applied
fairly.

Time-out loses its effectiveness
if a child is required to remain
in time-out for lengthy periods of
time. Four or five minutes should
be the maximum duration of time-out.
Under extraordinary conditions, the
period may be longer but should
never exceed ten .;inutes. The
camper must be directly supervised
during the time-out.

For evaluative purposes, the
counselpr maintains a log with the
following entries: (1) the time the
camper begins time-=out, (2) the time
the camper ends time—out (3) unusual
incidents.occurring during the
time-out, (4) the activity taking
place immediately before the behavior
percipitating time-out, and (5) the
activity immediately followmg the
time-out period. (See Figure 5)




Behavior before

Behavior during

Behavior aiter

Time
Enters | Leaves time-out time-out time-out ’
1
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Walker and Shea (1980)
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Time-out does not include
lecturing, reprimanding, or scolding
the child before, during, or after
the time-out period. All explanations
are brief and concise.

PUNISHMENT., Punishment is the most
misunderstood ard emotionally .
explosive of the behavior modification

~ techniques.

Punishment is imposed on 2
child to decrease or eliminate
inappropriate behavior. In general,
punishment is defined as the
presentation of an aversive stimulus
or the taking away of privileges
or desired rewards or activities
as u4 consequence: of exhibiting a <
behavior. .

Punishment‘ can be either
physical or psychological. The
punisher may impose physical or
psychological aversives to decrease
behavior.

The short-term or immediate
effectiveness of punishment is
difficult to dispute. Punishment
is without doubt effective.

Clarizio and Yelon (1967)
offer several logical reasons for
avoiding the use of punishment:

- =It does ‘not eliminate but
merely suppresses the target
behavior. '

-It does not provide a model
for the acceptable behavior
to be exhibited by the child.
-Agression, by a punisher
presents the child with an
undesirable model.
-The emotional results of
- punishment may be fear,
‘“tension, stress, or withdrawal.
-The-child's resulting frustrations
may result in further deviation.

Punishment in the perception of
the punished child is often
associated with the punisher rather
than the pumished behavior. As a
rest.’ the child's reaction to
punis: ..nt may be dislike and
avoidance of the punisiier. Counselors
who are models of behavior for
campers will not assume the role’
of punisher. '

»"f}"lere are a variety of behavior
management interventions that are
more effective than punishment.
Punishment is of little or no value

-in the outdoor education program.

It is not recommended.:

However, if punishrﬁent mst be
used, the punisher should adhere to
the following guidelines:

1. Specify and communicate the
punishable behavior to the camper
by means of '"rules of behavior."
These rules are posted in a cabin or
dining hall and discussed with the
children. .

2. Provide models of acceptable
behavior that the camper can imitate.

3. Punish the child immediately
after he or she exhibits the
punishable behavior.

4. Do not apply punishment
whimsically.

5. Apply punishment consistantly.

6. Use punishment systematically
and fairly (what is punishable for
Peter is punishable for Paul).

7. Punishment should be imposed
on the child impersonally. The
counselor should not lose emotional
control. .

Personally, I am irrevocably
opposed to the use of corporal
punishment - whether it be paddling,
slapping, spanking, or using a
cattle prod or an electric wand by
professionals or paraprofessionals.




I am ulso opposed to psychological
punishments, which, at the least,
crode the already fragile selt—concept
of the child. There ure simply

more humane ways to manage behavior.

REINFORCEMENT OF INCOMPATIBLE
BEHAVIORS. At times it is necessuary
and desirable to decrease the

. frequency of a target behavior by
systematically reinforcing a

behavior that is in opposition to,

or incampatible with, the target
behavior. This is the process

of reinforcing incampatible behaviors.

For'instance, a .counselor has

two campers in a group who are .
constantly arguing with each other.
JAfter analysis of the situation,

it is proposed that the behavior
would probably decrease if one

of the camper's beds were relocated
on the opposite side of the cabin.
By this means, the campers are
separated, the opportunities for
disagreement are reduced, and the
behavior decreases.

The effectiveness of this
technique is heavily dependent
on the selection of the pairs of
incompatible behav1ors For
exanple:

1. A child cannot be seated and
Standing at the same time.
Rather than attending to his
standing (the target behavior),
the counselor would reward
sitting and ignore standing.
A child cannot talk and be silent
at the same time. If the
counselor wished to reduce
talking using this intervéntion,
he would reward silence and
ignore talking.
A child cannot be on-task .
(attending to a project) and
off-task at the same time. Using
this technique, the counselor

would reward the camper's
on-task behavior and ignore
his off-task behavior.

This technique is applicable to
a wide variety of behaviors exhibited
by children in the camp setting.
If applied with consistency over a
predetermined period of time, it can

“be very effective.

DESENSITIZATION: Desensitization is
the process of systematically
attenuating a specific learned fear
in an individual. This therapeutic
technique was developed, in large
part, by Wolpe in the 1950's and
1960's. The technique has been
used successfully with individuals
having phobias, fears, and anxieties
related to public speaking, school

‘attendance, participation in group

settings. water, animals, flying,
test taking and so on.

The process of systematic
desensitizction involves three
phases or steps (Wolpe and Lazarus,
1966) :

Training the subject in deep
muscle relaxation.

Construction of an anxiety-evoking
hierarchy of stimuli.
Oounterposing relaxation and the
anx1ety—evok1ng stimuli,

These three phases are interde-
pendent. Although the counselor
should not attempt systematic
desensitization on the basis of the

information provided here, he can .

_apply the underlying pr1nc1p1es of

this tecKnique in the camp setting

" when confronted by fearful, anxious,

and phobic children. .

A potent intervention, desensitization

ﬁﬁy be applied by the counselor or
instructor under the following
conditions: .
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1. The practitioner must have a

positive interpersonal relationship

with the child. The phobic child
must ''trust' the counselor and
feel free to express his or her
fear in the , *esence of the
counselor.

2. The counselor must construct
an anxiety-evoking stimulus
hierdrchy (a hierarchy of
stimuli on a continuum fram

the least to the most
anxiety-evoking stimalus
surrounding the specific fear).
3. The counselor must be
willing and have adequate

time to accompany the camper

as he or she progresses

through the hierarchy from the
least to the mpst anxiety-
evoking stimulus.

The practitioner must recognize

that the desensitization process
is time-consuming. He must be
consistent and patient in the
application of this technique.

is necessary to repeat same of the
specific anxiety-evoking situations

several times until their effect
on the child is eliminated.

EXAMPLE: Kurt, an 8 year
old camper, was afraid of
water. Swimming lessons
are a normal part of the
activity program. Although
swimming is not mandatory,
it is encouraged. At

the first suggestion of
swimming or going to the
pool, Kurt would have a
temper tantrum of
considerable magnitude.

It was the opinion of the
staff that Kurt should
overcame his fear.
Systanatic desensitization
was selected as an.
appropriate intervention
technique.

It

The following stimilus
hierarchy was constructed
and applied:

1. Swimming was announced
to the group and discussed
with Kurt's peers. Kurt
did not attend swimming
lessons but watched his
peers get on the bus and
depart for swimming. (This
is a very happy and exciting
time at camp.) This step
was repeated twice.

2. Kurt rode on the hus
to the pool and waited
outside the building.

3. Kurt rode the bus to the
poel and waited in the .
lobby outside the locker
roam.

4. Kurt entered the locker
room, put on his trunks,
and remained -in the locker
roam during the lesson.
This step was repeated
twice.

5. Kurt inh trunks, observed
the lession from the pool
observation roam.

6. Kurt observed the lesson
fram the poolside (approximately
10 feet from the water).

7. Kurt observed the lesson
while standing at the edge
of the pool. This step was
repeated twice.

8. Kurt observed the lesson
while sitting on the edge
of the pool -with his feet
irn the water.

9. Kurt stood in the pool
with his hands on the edge
of the pool. Repeated twice.




1O0. Kurt walked in the
shallow end of the pool
with his hand on the side
of the pool.

Throughout the desensitization
process, Kurt was accampanied by his
counselor; who provided positive
reinforcement. As a result of
desensitization, Kurt began swimming
lessons within 3 weeks. After 6
years, it was noted that the fear
did not return. Kurt is an
excellent swimmer.

CONCLUSION

The effectiveness of the behavior
management interventions reviewed
varies with the child, counselor,
behavior, and milieu involved.

Counselors are cautioned not to
expect miracles - behavior does not
change overnight. The art of managing
behavior is difficult work. It requires
patience, consistency, and persistence.
The counselor must be alert to small
changes in behavior and be rewarded
by these if he or she is to successfully
help children:.

Successful counselors are committed
to helping children. Persons unable
to do so should not be employed. Their
inadequate efforts may be harmful to
the children.

The authentic counselor will
"hurt' a little. He or she will
became frustrated and discouraged
when the work to which he or she
is personally committed does not
proceed exactly as planned.

According to Morse (1947) ''Camp
is too often looked at as a cure-all."
Camps for exceptional children are
not !'cure-alls," but they can and
do have a significant impact on the
child's life when properly staffed
and administered.
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ADVENTURE EDUCATION WITH PEOPLE WHO ARE DISABLE)

CHRISTOPHER C. ROLAND
UNIVERSITY OF NEW HAMPSHIRE

, Today, there is an
exciting movement that -is gaining
momentum at a remarkably fast pace
throughout this country. The
movement is known as Adventure
Education, an alternative curriculum
supplement to the overall school and
canp program. Wood (1978) best
explained the content of Adventure
Education programs:

Adventure Education...
typically covers three

stages or areas: one,

basic physical conditioning
and skill training to be

able to survive and travel ‘
in the wilderness environment;
two, application of skills

to expeditions into the
wilderness and application

of cooperative interpersonal
relationships; three,
depending upon the geographical
locaticn and conditions of

a particular adventure
program, major activities

are canoeing, sailing,
backpacking, and mountain
climbing. Other problem—
solving activities to test
individual initiative are
also characteristic of
Adventure Education programs.
Some of these activities may
include a ropes course,
individual and group obstacles
such as the: 12 foot wall,
various climbing and balancing
apparatus, as well as games
and activities requiring group
cooperation and effort. (pp. 18-19)

Recent reports and research publications
have noted that such an alternative
is yuite feasible for a variety of
educational and recreation settings

for both able-bodied and disabled
populations. Adventure Education
is an approach that appears to
"work'" with students, parents,
teachers, and administrators
learning together in a most

" stimulating enviromment.

HISTORY. The adventure movement's,
beginnings can be credited to the
Outward Bound Organization.
Outward Bound was developed by the
late Kurt Haan, whose educational
philosophy stressed the development
of an individual's inner resources
through physical as well as mental
challenges. During World War II,
Haan began his own school in
Aberdovey, Weles, and designed.

a thirty-day course in survival
training for young British sailors.
Those sailors, in turn said they
were ''Outward Bound'" - headed for
challenge and adventure. Emerging
fram this wartime school have

been numerous adventure programs
throughout the world; Outward
Bound itself has 34 schools

in 17 countries, with six of those

- schools in the United States.

Each year nearly 7,500 students
between the ages of sixteen and
sixty attend these American
schools. According to the Outward
Bound Annual Report (1979), a
total of 69,114 people have
attended U. S. programs since
1962.

One adventure program that

.had a significant impact on public

school programming was that of
Prcoject Adventure in Hamilton,
Massachusetts. This project began
in 1971 with the assistance of
an ESEA Title III grant. Primarily
as a physical education alternative )




for tenth grade students, the project's
objectives included (1) the development
of students' personal competence and
confidence, (2) the development of

group cohesiveness and the ability

for a group to work together effectively,
and (3) ‘the development of an "increased
asethetic appreciation, emotional
comnitment, and intellectual under-
standing of the natural and human
environments within which man operates"
(p. 2). After a one-year evaluation
period, the success of Project

Adventure was most noticable. The
United States Office of Education
Validation Team noted in their
evaluation summary,

The impressive educative
power of Project Adventure
lies fundamentally in the
depth, subtlety and sensi-
tivity of its basic objectives
and approach. The positive
effect of this Project on
the affective educational
climate of Hamilton-Wenham
Regional High School cannot
be missed by any on-site
observer. This Project is
positive; it is necessary;
it works... (p. 14)

Today, Project Adventure continues
to thrive, not only in Massachusetts,

‘but all across the country. Workshops

are continually offered by the Project's
staff and six national Project Adventure
trainers.

WHO ARE DISABLED. In the view of many
experts, adventure programs have favored
"normal" students, with often little
thought given concerning those
individuals who are physically or
mentally disabled. In fact, many people
who are mentally retarded, nobility .
impaired or sensory impaired have
literally been banned fraom adventure
activities. Many excuses are given,
including "she can't do that," or
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""he might be hurt,” or "it's

too dangerous and they wouldn't
like it anyway.'" Thoughts such as
these only inhibit and repress
human potential. In 1972 Robert
Perske noted,

. biany who work with the
handicapped, impaired,
disadvantaged, and aged
tend to be overzealous in
their attempts to 'protect,’
'comfort,' 'keep safe,'
'take care,' and 'watch.’
Acting on these impulses,
at the right time, can be
benevolent, helpful, and
developmental. But, if
they are acted upon exclusively
or excessively, without
allowing for each client's
individuality and growth
potential, they will over
protect and emotionally
smother the intended
beneficiary. In fact, such
overprotection endangers the
client's human dignity and
tends to keep him from
experiencing the risk-taking
of ordinary life which is
necessary for nomal human
growth and development. (p. 24)

Fortunately, the last few
years has seen the slow but steady
emergence of adventure programs
developed with the disabled person
in mind. One of the first popu-
lations to be introduced to adventure
programming were children with
behavioral disorders. Shore (1977)
outlined some programs and their
research designs, while Erikson
and Harris (1981) edited a book

. focusing on activities and program

development. Preliminary indications
note such students tend to enhance —
their self concept while becoming

more accepted by peers and teachers.

4y




Adventure programs for people
who are mobility impaired are just
beginning to gain national exposure.
For example, the Minnesota Qutward
Bound School has developed a most
successful course for students who
are able-bodied, mobility impaired -
and sensory impaired. Currently
lasting fourteen days, approximately
nine students and two instructors in
each "brigade" traverse miles of rivers
and lakes in the beautiful Boundary
Water Canoe Area (BWCA). There,
students learn very quickly about
individual and group potential,
problem-solving and decision-making.
There are typically dramatic insights
of what can be accamplished in a
wilderness setting with such a
diversified group of individuals.
Outcames of such a program-have
been most positive during the six
year history. Plourde (1979)
described some of these outcomes
in her study:

The personal outcome
dimensions identified

by participants after
experiencing a wilderness
adventure were those relative
to behaviors, attitudes,
knowledge, feelings, skills,
the future, and the envir-
omment. . ..Throughout the’
duration of this study, the
able~-bodied participants'
responses appeared to show
more personal growth and
change in the areas of
attitudes and feelings... (p. 4)

) Other programs for individuals
who are mobility impaired include
Wilderness Inquiry II, also in
Minnesota, Handicapped Unbound in
Arizona, Breckenridge OQutdoor Education
Center in Colorado, and Project STAY
in Vermont. For a camplete listing
of all programs and their addresses,
the reader is encouraged to contact
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the author or the Association of
Experiential Education, Box 4625,
Denver, Colorado 80204.

ADVENTURE PROGRAMMING WITH PEOPLE
WHO ARE DISABLED - A DIFFERENT
, There is no question that
the heretofore mentioned programs are
of high value in the educational
process of individuals with disabilities.
Yet, there is also the need to
incorporate adventure education
into school and camp programs so
that students with disabilities
are given the opportunity to have
daily adventure experiences. For
example, Roland (1980)- explained
how a class of trainable mentally
retarded adolescents, who were
based at a public elementary school,
were given a sequence of adventure
activities as an integral part of
the curriculum. Each activity was
utilized in order to (1) meet the
physical needs of each student,
(2) provide new and challenging
activities, (3) allow students
opportunities for decision-making,
and (4) provide teachers and students
opportunities to develop or enhance
interpersonal relationships. 1In
addition, the activities were
ideal for both special students -
and fifth grade students to
simultaneously take part in.

The sequence of activities
typically begins with New Games.
New Games encourage the participants
to play in a noncompetitive fashion.
With New Games, there are no
losers - only winners. An example
of a New Game, ''Snake in the Grass"

~is described by Fluegelman (1977):

The starter snake lies

down on the ground on his
ctomach. Everybody else gathers
fearlessly around to touch

him. When the Referee shouts
"Snake-in-the-Grass!" everybody




runs, staying within the
bounds of the snake area,

and the snake, moving on

his belly, tries to tag

as many as he can. Those
taiched become snakes, too.
Non-snakes run bravely around
in the snake-infested area,
trying to avoid being caught...
the last person caught is the
starter for the next game.
(p. 93)
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or sensory impaired the games are
‘quite an adventure - and a fun .
adventure at that! As importantly,
the games provide each and every.
student with a means in which to
strengthen skills. And if
administrators, teachers, and
parents are to understand the
value of all adventure activities,
then links between the activities
and students' objectives (written
in Individual Education Plans)
must be clearly shown. :

The benefits of these games are
numerous; for many students who are .
npntally'retarded, mobility impaired, ‘ ‘

Major Goal: Highest Level of Independence
Game: The Blob*

J

Skill Areas Required

— 1

Gross Motor ‘ Academic Socialization
Running: Backwards, Forwards Listsning Group cooperation
Sideways
Clasping hands, not letting go Following Holding hands
Directions

Purposely "giVing
up''; not- wanting
to be last

Dodging, Stretching, Flexing Repeating Directions

Asking questions
Conceptulizing
Counting

Figure 1. New Games Skill Chart

*Game description: All players (there's no limit) spread out on any playing surface
(the size will vary with the size of group). One person is chosen, or volunteers,
to be ""The Blob''. That person, after counting to 25, will then attempt to tag
someone, anyone. Once a person is tagged, he or she become a part of the Blob and
must hold hands with the original Blob. The game can continue until all-members

are holding hands; if there is a large number of participants, then once the Blob
contains four, ''cellular division' occurs, with the group of four dividing

into two groups of two.




As can be seen, such a simple game, -
if it is to be played correctly,
actually requires three essential
skills - skills that are often
included in many special students'
school programs. Thus, if a particular
student has difficulty in cooperating
with a group or following directions,
then the game, '"The Blob" can help to
strengthen these weaknesses. Such a
slight taste of adventure during the
school day can certainly help
motivate students and perhaps even
help improve their overall school
performance.

« The second step
in the. adventure sequence is what is
referred to as initiative problems.
Rohnke (1977) best explained these
problems:

The outdoor initiative
tests in particular give
groups of students a series
of clearly defined, physical
problems. They are designed
so that each group must attempt
to work out its own solution.
This problem-oriented approach
can be useful in developing
each student's awareness of
decision-making, leadership,
and the obligations of each
member within a group.
- Participants work on the
problem in groups in order
to take advantage of the
combined physical and mental
strength of a team. These
group problems can also be
used to promote a student's
sense of his own caompetence
as an individual who can dare
to become involved in a group.
Finally, they serve to help
break down some of the
stereotypes which exist so
comfortably in so many ...
schools. (p. 65)
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An example of an initiative problem
is the "All Aboard." The objective
is to see how many individuals can get

~on a firm two-foot by two-foot platform,

approximately one foot above the
ground, at one time. To do this
correCtly, each person must have both
feet off the ground at one time and
must maintain this position for a
minimm of five seconds. Usually,

a story precedes the problem that
involves same s¢ience fiction mass

of radioactive yogurt slowly approaching
the group. The only way to survive

is to get up on the platform for five
seconds (the yogurt is fast moving).
This type of activity can be done

with most special populations, although
certain adaptations are sometimes
required. For example, if the problem
"All Aboard" is to be used with a
group that includes a student who

uses a wheelchair, then the platform
needs to be larger - usually a 5'x 5'
piece of one inch- plywood can easily
be placed upon the existing 2'x 2'
platform. The benefits of the
initiatives, as in the New Games, are
numerous:

(1) Gross motor skills (stepping
on and off the platform; stepping
forwards and backwards)

(2) Balance and coordination (trymg
to stay on platform) ‘

(3) Auditory skills (listening, following
directions)

(4) Socialization (group cooperation,

camunication, and trust)

The initiatives are also an
excellent mainstreaming technique
that helps all students work together
and camunicate a problem-solving
strategy. 'How many people can get
on.this thing, anyways?", '"Who's got
an idea?'', and "I know, I know - let's
try this!" are all cammon questions
and statements that can be generated
by the students. The initiatives

o
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break down any attitudinal barriers -
very quickly, with the able-bodied
students realizing - perhaps for

the first time - that their peers
with disabilities can cammnicate,
make decisions, and accamplish

tasks as well as-anyone.

Initiative problems are
applicable for all disabilities.

~ Again, certain adaptations must

Fe made in order for the particular
initiative to be beneficial to the
group. It is extremely important

for the teacher to experiment and
discover which initiatives are
appropriate and what adaptations,
major or minor, are needed. Examples
of the standard, most common

initiatives, as well as initiatives

specifically designed for special
populations are included at the

end of the article. At this time,
initiatives for groups that include
individuals who use wheelchairs are
being developed. The reader is
strongly encouraged to submit to
the author specific ideas that

will help strengthen this critical
adventure area. '

A BRIEF LOOK AT ROPES COURSES. A third,
and quite optional, sequence of the
adventure program is what is commonly
referred to as a ''ropes course.' Such
a course involves a series of
obstacles, constructed from rope

and wire, that requires the parti-
cipant to test his or her balance,
strength, and willingness to what
appears as a risk.  Although at

first glance a ropes course may

appear to be dangerous, it is actually
the very opposite. Kylloe (1981)
noted that ropes courses are by

tar safer than many accepted
activities.  For example, at the

high school level, injuries

resulting from playing the All-
American sport of footpall are
astonishing. Edwards and Rackages
(1976) noted,

In 197¢, at the nation's 22,000
high schools, 1,400,000 athletes
were expected to suffer 1,200,000
football injuries. At least 10
would die from head, neck, and
internal injuries and there
would be at least a score of
paraplegics by the end of the
season. (p. 222)

In contrast, concerning adventure
programming especially ropes courses,
Kylloe (1981) noted that 4,000
participants received 104,000 days

of intense programming with only a
few minor injuries. This author,
after nearly six years of conducting

a wide range of adventure programs, has

observed a sprained ankle as the most
severe injury sustained.

- Although ropes courses can be
as high as 50 feet or 60 feet above
*he ground, it is preferable that
aii adventure program begin with a
'low ropes course' that is no higher
than five feet. Such a course is
obviously less expensive to build,
but, most importantly, there is
greater chance for administrative
approval. The low ropes course
is less threatening, and can be
5imply described as a modified obstacle
course where all students will be
campletely supervised. Once teachers,
administrators, and parents understand
the value of the low ropes course,
then there can be discussion concerning
a high ropes course. However, with
many individuals who are disabled,
the author sincerely believes that
such a course is not absolutely
necessary. Many factors are involved
in the planning and implementation
of a high course, including staff
training, cost of the course, and
the safety of the course. A low
ropes course can be built in one or
two days and staff trained in one day.
The end result of such a course is
twofold: (1) students .quickly
realize that they can do some things




that at tirst appears to be too
difficult, and (2) the student's
parents and the student's peers
also realize that he or she can

do some activities that were once
thought impossible. Examples

of different 'elements' that can

be included in a course, are
included at the end of this article.

DEBRIEFING. A crucial procedure
that is highly recommended following
each of the above sequential -
adventure activities is conducting
a debriefing session. Debriefing
is a method in which the group
discusses what happened during

the activity and the activities’
impact on the students. Or, as
Schempp noted,

"This process...is intended
to allow the participant
to verbalize his behaviors,
reactions, and feelings,
thereby reinforcing and
realizing those experiences...
Such a process may be
considered a form of rein-
forcement, and so it is;
but it is an internal,
self-directed, reflected
form of reinforcement as
opposed to the more
traditional form of
external reinforcement
given by the teacher.

(p. 4)

During a summer camping program
for developmentally disabled
adolescents and adults, Frant,
Roland, and Schempp (1981) outlined
the debriefing process:

1. Immediately after an activity,
have the group sit down forming
a circle...The instructor should
be in a position so everyone
will be able to see.

45

2. Ask the group to identify
what they just did.

3. Ask each individual it they
enjoyed the act1v1ty, and if
not, why?

4. Ask if the activity was easy,
difficult, scary, etc.

5. Ask the group what person or
persons came up with same ideas
on how to solve the problem.

6. Ask if there was support - who
helped? -

7. Try to bring out each student's
feelings about their performance
and others' performmances. Be
sure to accept the students’
feelings and ideas, an important
teaching tool that is sometimes
forgotten.

8. Help the students summarize
the activity. ‘(p. 7)

This process will strengthen the specific

adventure program and the overall
school and camp program. By empha-

. sizing debriefing, and its relatlonship

to students goals, e.g. expressive
and receptive language skills, then
the chance for such a program to be
accepted by other teachers, parents,
and administrators will be greatly
enhanced.

Adventure programming with
students who are disabled seems to
have a very bright future. However,
teachers and camp personnel who have
the desire to include the adventure
components in their program must begin
slowly. The infusion of New Games
and then the initiative problems into
into the curriculum should be the first
two steps taken. While this process
is beginning, workshops should be
given, allowing teachers, parents,
and administrators the oqportunity
to experience adventure activities
first-hand. It is often at this
point that these individuals -vill
exclaim, "Ah-Ha! Now I understand!"

9
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“Fran then on, adventure programming

can continue to expand, giving
students - all students - a most
innovative way in which to learn.

STANDARD GROUP INITIATIVES,

1. In SARDINES, the group starts
off by holding hands and forming
a semicircle. One end of the
semicircle then begins to run

around the other end - all the time

holding hands. Eventually, this
spiral becames tighter and tighter
until everyone is in a tight bundle.
Next, each person puts on‘al\blindfold
(optional) - the instructok,) meanwhile,
is tying a rope around the\group.
When the group is ready, the teacher
shoults, "Follow my voice!'' The

group must walk together while
listening to the commands.

2. The JAWSM(BIIE camprises two
lengths of a four-by-four, fourteen
feet in length, in which there

are inset pieces of rope with loops .
for handles. Each rope is approx-
imately three feet long, with a
minimum of six sets of ropes, set
approximately two feet apart. The
objective is to go across -an area
abovwr thirty feet in: length that is
"infested by sharks.'" The idea is
for a group of people to move across
the area ir unison on the Jawsmobile
with one foot on one plank and one
foot on the other while holding .

~ onto the handles.

3. In the NITRO GLYCERIN CROSSING, .
a simulated ravine is created by
placing two small logs approximately
ten feet apart. Above these two
logs, in the center of the 'ravine',
is a rope, hanging from a branch
about twenty feet high. With the
entire group standing behind one

of the logs, they must: (1) secure
the rope, (2) get everyone over the
'ravine' by mears 57 the rope, and
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(3) also get a: can.of water (the
nitro) over to the other side.

4. The ELECTRIC FENCE consists of
a rope, three to four feet high,
strung around two or three trees,
forming a triangle. The group is

~placed in the center of this triangle.

They must determine how to get everyone
over the.rope. The rope, the area
below the rope, and the trees, are
supposedly electrified and can not

be touched by anyone in the group.

The only piece of equipment that
can be used is a seven foot plank.

" INITIATIVES FOR DEVELOPMENTALLY

DISABLED POPULATIONS

1. ROCK CLIMB: The challenge is to
have every group member reach the
top of or get up on to a boulder.

2. TRAIL BARRIERS: The challenge is
to move. around/over/through
barriers placed on a trail.
Barriers could include: a brush
pile, a fallen tree, a puddle.

3. JUNGLE QO-CP MEAL: Components
of a meal or snack are hidden in
various areas. The group is
divided to search for the various
objects (e.g., breakfast; a) cereal,
b) eggs, c) silverware and utensils,
d) milk and juice). BHEmphasis is
placed upon the importance of
each group's accomplishment of their
task toward- the success. of the
meal/snack.

4. HOW CAN WE GET THERE: In a mixed
disability group, participants
decide how they can best help each
other move to a location/clean-up
campsite, accamplish a task.

5. INJURED BRAVE: One of your hunting
party is injured and must be returned
as quickly as possible to the P
campsite. The challenge is to assist

#
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6.

r 4

7.

8

9.

10.

¥

11.

L.

in-making a "traverse'\' (use
cord and branches) and campletely
pull the 1nqured brave back to

camp.

CRFEX-CROSS: ‘The challenge is
to utilize natural objects

(e.g., branches, rocks) to form
a bridge'across a small stream.

HILL ROIL: The challenge is
for the entire group to remain
in contact with one-another

whlle rolling down a hill.

BEE STING: The group c1rc1es
around a parachute holding it
at waist level. The challenge
is to keep the bees (a variety
of balls tossed onto the chute)
from settling long enough to
sting (e.g., count of 3, count
of 5). Techniques include
raising and lowering chute,
contimwous shaking.

JOTAL SILENCE: A hunter is
passing only a few yards away.

,-The group (deer) must be

‘campletely silent and freeze
t11 the hunter passes by.

'mE KING'S REWARD: The kmg
has offered a thousand gold
coins to the group which can
encircle the greatest number
of trees. Begin with one and
see how many you can enclose.
To count, a tree must be taller
than the tallest member of

, your group.

MOTHER. NAYURE'S REVENGE: The
challenge is to completely rid
a picnic or other outdoor area
of litter/debris for an
inspection visit by Mother Nature,
who's pramised a 6-week delay
of Spring if not campletely
b&tleled

-12.

13.

14.

15." "
in line side by side holding hands.

16.
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EXPLOSIVES I The explosive,

(a plastic ring) must be transferred
from group member to group member
by means of straws held in the

mouth. If it fails, BOOM, the P
party's over. - |
EXPLOSIVES II: The explosive, 3

which is very hot and cannot be

held for long, is a cane which is
held in ar upright position by one ;
student, surrounded by the other
students who are seated in a circle.
When the exploswe gets too hot to
handle (10-15 seconds) for the holder
he releases it.! The group must

keep it from making contact with

the floor. The catcher becames

the new holder.

EXPLOSIVES III: The explosives

are spools attached to strings.

They are gathered in circle center
with each group member holding the
string to one of them. The
challenge is to keep the explosive~
fram the firing mechanism ( a garbage
can lid) when it is dropped or
lowered toward the explosives.

'"HOOLA HOOPER'': The group stands

The person on one end, with his/her
free hand, starts a hoola hoop over:
his arm, up over his head, and™ *
has to get the hoop to the.person
next to him without releasing hands.

-{The person has to get his body

through.) The hoop has to go along
the line of peopleuntil it gets to
the other end.

GUARD THE TREASURE: Thé group pairs

up into twos. Each pair stands back
to back. The treasure is placed
betwzen their backs.: (Treasure is a
ball or pillow.) Each pair has to
get over a fallen tree and finally
over a distance of twenty feet.

O




17.

18.

- 19,

20.

21.

"~ tight circle, with a volunteer

22,

PANCAKE ROLL: Group lies

down next to each other (as
close as possible) facing the
ground, forming a line. Person
on one end begins to roll and
rolls over entire group,
finally reaching the other end
Next person in line goes until
all have gone.

HUGGING:. Group lines up in a
straight line, facing forward.
Each person puts a balloon

under their clothes (on stomach).

.The person in front turns

arbund and hugs person behind
them, breaking one or both
balloons. Next person turns
around and so on down the line.

THE BOMB: The bamb, a balloon,
is thrown up among the group.
The group has to keep the
balloon up (not catching it)
for as long as possible.

HEIP YOUR NEIGHBOR: The group

is divided into 4-6 person teams.

Each team's task is to, reaching
and talking prohibited, assist
each other in campletion of
3-piece puzzle sguares. (Note: -
no one should have all the
pieces they need when the

task begins.)

ROLL: A group stands in a

at the center of the circle.

The volunteer is rolled around
the inside of the circle. He
may be thrown from side to side.
He must keep his feet together
and eyes closed. <

VIBRATIOI\S . Group lies on
their backs, on the floor.
Each person has his/her head
on another's stamach. One
person btarts talking. As

soon as the person hears or
feels his "‘connection' (person
whose stomach his head is on)
talklng, he starts talking until
the whole group is talklng

!
FIND YOUR PARTNER: Group pairs
up., Each pair puts a small
amount of the same cologne on.
Each pair would have a separate
cologne. Then the group is mixed
up, eyes are closed. Object is
to "sniff" out your partner.

CAN WE REACH IT?: Groups pick
out an object (tree, bush, etc.).
Making a chain along the ground,
the group tries to reach object.
As long as you are touching a

SPOON ON A STRING: Group threads
string, with spoon attach=d to

“alternating up and down, until

string. Spoon must be threaded

Adventure) Group fills a small
0il drum that has been punctured
several times, to overflowing,
using your fingers to plug up

"HUMAN MACHINES': Group decides

to imitate a type of machine,
each person is a different part
of the machine. Other members’
of the group must guess what the -

23.

24.
person, your chain is still
intact.

25.
one end through clothing,
entire group is attached by
underneath clothing, entire
group helps.

26. PUNCTUREL: DRUMS: (Project
the hole.

27.
machine is supposed to be.

28.

IAP SIT: Entire group must sit

on each others' lap in a circle.




29.

- 30.

31.

32.

33.

34.

35.

. feet apart.’
. a stick to the second person

PYRAMID: Assemble ten people
into a pyramid form, either
hands or knees, or lying down,
or standing up, in a 4-3-2-1
sequence.

KIK THE STICK: Assemble

group in a line (using wide
open area) approximately five
First person kicks

and on until the stick reaches
the opposite end of the line.
(Divide by teams or time the
event.)

THE LIFESAVER:' Assemble into
two groups, in two lines.

bject is to pass the lifesaver

down to the end of the line
to save the last person, whq
is drowning. Candy lifesaver
is passed along the line by
straws held in person's mouth.

= No .one can touch the lifesaver

with their hands.

BUKXET BRIGADE: Object is to
fill a container, using several
smaller containers, by passing
smaller containers fram source
of water to large container

and back. Variation: put out
campfire using a bucket
brigade.

BUSY AS BEAVERS: The challenge
is to dam up a small stream
using only natural materials.

THE FORT: The challenge is to

gather enough stones and to

construct a fire plt at a
campsite. ¢

SPACEWAIK: The challenge is

for the entire group to remain

in contact with the life-~line
(a 1ength of rope) durlng a
hike.

(Project Adventure)

36."
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QO-0P CINQUEIN: The challenge

is for the folks to utilize
everyone's best thoughts to
create a cinquein about natural
objects. All ideas-for lines are
considered and the group votes
for the line they want to use.

4
'

SAMPLE LOW ROPES COURSE ELEMENTS"

The TWO LINE BRIDCE or THE )
POSTMAN'S WAIK is a cable which
is suspended between two trees
sixty feet apart. Four to five
feet above this cable is another
cable which the participant holds.
He ox she then moves sideways by
sliding the hands on the top cable
and moving the feet on the lower
cable. The person proceeds until
reaching the other end.

The BURMA BRIDGE is a. rope bridge
made of polypropolene rope.
Approximately at shoulder helght
there are two ropes in which to
hold. In between these ropes,
about four feet lower, is one
large rope on which to walk.
Small pieces of rope are tied
between each 'hand' rope and the
'foot' rope. The person then
walks on the bridge until reaching
the other side.

The SWINGING TIRES are simply five
or six tires that are strung
about four feet above the ground.
Tires are about four feet apart.
person attempts to transfer from

one tire to another without touching

the ground.

*These elements should be built by

experienced ropes course builders.
Contact the author for addltlonal
information.

STY
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4. The KITTEN (RAWL allows each
person to try to cross a 'bridge'
made out of two or three ropes,
three feet apart. Most people
elect the prone position while
crossing.

5. BALANCE BEAMS are usually made
out of trees (6—12" in diameter)
or 2x4's. ams can go fram the
ground to a two line bridge,
for example, or can be hori-
zon